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 This study used survey research to investigate the challenges novice teachers experience, 
the support they receive, and the leadership strategies that are implemented to support them. The 
research was conducted in Manitoba, Canada. Quantitative methods and convenience sampling 
were used to explore the research questions that guided this study: What challenges do beginning 
teachers perceive they encounter in their first years of teaching practice? What supports do new 
teachers report they receive? What strategies do novice teachers perceive are the most effective 
in supporting them? What challenges do school principals perceive novice teachers face? What 
strategies do principals use to support novice teachers? A total of 41 novice teachers and 31 
school principals in Manitoba, participated in this study. The majority of the novice teacher 
participants were female and the majority of principal respondents were male – statistics which 
reflect the gender demographics of teachers and principals in Canada. The areas that novice 
teacher participants found most challenging were differentiating instruction, planning and 
preparation, accessing teaching resources, working with students with Individual Education 
Plans (IEPs), and assessing student learning. With regard to gender, male novice teachers found 
differentiating instruction and organizing the classroom significantly more challenging than did 
their female colleagues. Beginning teachers in rural/small town areas perceived isolation and 
teaching multi-age classrooms to be a greater challenge than their colleagues who taught in 
urban/suburban schools. With regard to teaching experience, teachers with less than two years in 
the classroom perceived isolation to be a significantly greater challenge than colleagues with 2-3 
years teaching experience. When considering school size, teachers in smaller schools with less 
than 200 students considered isolation to be a greater challenge than their colleagues in larger 
schools; however, teachers in larger schools found planning and preparation and developing 




collegial relations a greater challenge than those in small schools. With regard to the areas in 
which novice teachers reported they received most support, the areas most supported 
corresponded with the areas they felt to be the greatest challenges, with the exception of 
differentiated instruction, which was their greatest challenge, yet was not well supported. 
Overall, female novice teachers perceived higher levels of support than their male colleagues. 
Teachers in rural/small town areas felt more supported than colleagues in urban/suburban 
locations. Novice teachers valued support programs such as mentoring, induction, and 
professional development but indicated that not all these programs were available to them. 
Principals identified similar challenges for novice teachers as did the teacher respondents, with 
the exception of planning and preparation, an area that challenged beginning teachers but was 
perceived as less of a challenge by their principals. Principals reported greater availability of 
mentoring programs than did novice teachers. The recommendations for the study included 
specific areas for professional development and greater provision of research-based mentoring 
and induction programs. 
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Chapter One: Introduction to the Problem 
New teachers often struggle in their early years of teaching and feel unprepared for the 
various roles of the position (Froese-Germain, 2010; Le Maistre & Pare, 2008). Teacher attrition 
is high. In Canada, teacher attrition occurs mostly in the first five years of teaching; moreover, 
fifty percent of teacher attrition occurs in the first two years (Karsenti & Collin, 2013). Karsenti 
and Collin (2013) attributed the increase in teacher attrition to factors such as socio-
demographic, emotional, psychological, and professional characteristics, as well as day-to-day 
practices within the classroom and school such as  administrative policies and practices, 
inadequate classroom management skills, working conditions, inadequate support programs, 
inappropriate allocation of teaching assignments, and workload are some of the factors that have 
an impact on an increasing teacher attrition rate. Ingersoll and Strong (2011) stated that when 
beginning teachers are guided and supported teacher retention will be reduced.  
Some teachers drop out from the teaching profession when their expectations are not met 
(Finney & Yvette, 2008). The school environment also plays a significant role in effective 
professional practice. School environment factors such as leadership styles, school policies, 
working conditions, relationships among teachers, relationships between teachers and the school 
and student behavior have an impact on teacher attrition (Karsenti & Collin, 2013). This 
quantitative study investigated the challenges novice teachers encounter, determined how 
principals support beginning teachers, identified the support received by beginning teachers, and 
revealed support strategies that new teachers perceive as most effective. The next section 
discusses background to the study. 
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Background to the Study  
Leadership practices, teachers’ needs, school demands, and students’ needs influence 
teacher success (Finney & Yvette, 2008); pre-service teacher education curricula, evaluation, and 
training cannot really provide all the skills new teachers need to be effective practitioners 
(Darling-Hammond, 2013). Many beginning teachers work extra hours each day to fulfill their 
role (Froese-Germain, 2010); inexperienced and new teachers are often given the same 
responsibilities as their more experienced colleagues and are evaluated based on the same set of 
standards (McDougall & Fantlli, 2009). These responsibilities may include providing 
differentiated instruction and inclusive education to students with learning difficulties, students 
with behavioral disorders or international students with little English language background. 
Social-cultural changes due to increased immigration mean that Canadian classrooms are diverse 
places and require special skills that beginning teachers may not possess. Starting a new job in 
such diverse environment can be challenging (Finney & Yvette, 2008). Hence, new teachers 
need ongoing support to improve their practice.  
To enhance teacher practice, Owen (2014) emphasized a creation of a community of 
learning to share and promote professional practice. Darling-Hammond (2013) stated that school 
administrators should create a healthy school environment that supports team-teaching and 
collaboration. Darling-Hammond added that to improve teacher practice, school leaders should 
encourage teachers to share experience, skills, and knowledge. Hence, this study will investigate 
the challenges novice teachers face, determine how principals support beginning teachers, 
identify the support received by beginning teachers, and reveal support strategies that new 
teachers perceive as most effective. The next section examines the research problem. 
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Statement of the Problem 
The responsibilities and workloads of teachers are increasing without a subsequent 
increase in teacher professional development (Hala, 2012). Novice teachers lack the required 
skills for providing differentiated instruction to students with varying needs and abilities 
(Khambatta, 2012; Sindhi & Sheh, 2013). Some school administrators allocate several 
instructional responsibilities to new teachers without the needed training to perform such tasks 
(Sindhi & Sheh, 2013). Many novice teachers are expected to teach subjects other than their area 
of specialization. Many teacher support systems are not effective, and do not focus on “what 
really matters” for improving the practice of struggling and novice teachers (Darling-Hammond, 
2013. p. 1). The teacher attrition rate has increased due to stress from working with parents and 
students who exhibit challenging behaviours (Hala, 2012). Expectations of teachers and their 
responsibilities are becoming more complex in the 21st century (Hala, 2012). Hence, these are 
reasons to investigate the existing support strategies and determine best ways to support novice 
and struggling teachers. The next section examines the purpose of this study. 
Purpose of the Study 
This quantitative study will survey school principals and novice teachers to investigate 
the leadership strategies principals use to support novice teachers in Manitoba, Canada. It will 
determine which aspects of the teacher’s role are challenging to new teachers; identify the levels 
of support new teachers receive in the areas that challenge them; explore the strategies/support 
programs principals use to support novice teachers in Manitoba, Canada; identify the actual 
strategies/support programs available to novice teachers in Manitoba, Canada. And ascertain the 
support programs/strategies new teachers perceive as effective. 




The research questions that guided this study are: 
1. What challenges do new teachers perceive they encounter in their first years of teaching 
practice? 
2. What levels of support do beginning teachers report they receive in these challenge 
areas? 
3. What programs/strategies do beginning teachers report are available in their schools to 
support them? 
4. What support programs/strategies do beginning teachers perceive are the most effective 
in supporting them? 
5. What challenges do school principals perceive beginning teachers face? 
6. What strategies do principals report they use to support novice teachers?  
The next section describes the theoretical framework, constructivism, that guides the study.  
Theoretical Framework 
The theoretical framework that guides this study is constructivism. Constructivism is a 
combination of several ideas of philosophy, sociology, psychology, and education.  Although 
constructivism is often traced back to the work of Dewey, Piaget, and Vygotsky on human 
developmental theory and transformative learning, it cannot be linked to one movement or 
person (Bhattacharjee, 2015; Lowenthal, & Muth, 2008). Vygotsky (1962) added that learning 
and development depend on effective communication and a culture of collaboration and Dewey 
(1938) contributed that real-world problems should be included in teachers training curricula. 
Constructivism is constructivism is an epistemology; it describes how people learn or 
know what they know (Bhattacharjee, 2015). Lowenthal and Muth (2008) defined constructivism 
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as “theories of knowledge and learning” in which knowledge is viewed as constructed rather than 
received (p. 1). Constructivism describes how learning occurs, based on learners’ understanding 
(Taber, 2011). Constructivism is an inductive process of creating new knowledge, built on 
previous knowledge and experience. 
Constructivist learning theory proposes that learning is facilitated by the learner. 
Constructivism posits that learners learn differently and develop their own meanings from a 
personal perception of the world (Bhattacharjee, 2015). As learners acquire new experiences, 
they update their mental models to reflect new information and construct their own knowledge of 
the world (Bhattacharjee, 2015).  
Bhattacharjee (2015) noted that some principles of constructivism are: searching for 
meanings, understanding of entire parts from the whole body of knowledge, and constructing 
new knowledge or meanings. Bhattacharjee (2015) noted that constructivists support motivation, 
critical thinking and independent learning. Constructivists are of the view that we learn by active 
participation and by reflecting on our experiences and understandings of the world 
(Bhattacharjee, 2015). Constructivist theorists support the active participation of teachers in the 
learning process and see mentors as facilitators of learning (Fernando & Marikar, 2017). 
Richardson (2003) stated that constructivists view learning from both sociological and 
psychological perspectives. 
Psychological Constructivism 
Psychological constructivism posits learning is based on individual learner’s experiences 
and previous knowledge (Taber, 2011). It focuses on how meanings are created and shared 
within a group. 
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Sociological Constructionism or Social Constructivism 
Sociological constructivism examines the influence of economy, politic, religion, 
socialization, ideologies, values, and others factors on human constructs and understanding of 
the world (Taber, 2011). Social constructionism focuses on how formal knowledge is attained 
from social interaction. Both perspectives are relevant to the development of skills in beginning 
teachers. The next section examines implications of constructivism for teaching and learning. 
Constructivism and Teacher Learning 
Bhattacharjee (2015) identified some implications of constructivism for teaching and 
learning. These implications are:  
 Fosters reflective practice, 
 Focuses on authentic knowledge construction, 
 Promotes socialization and support collaborative culture, 
 Acknowledges previous experiences and knowledge, 
 Develops self-confidence in the process of constructing knowledge, 
 Encourages mentors to act as facilitators, supports, guides and models of learning, 
 Stimulates mentoring that is based on individual learning, 
 Inspires thinking and making senses and meanings, 
 Emphasizes learning as an intrinsic and not extrinsic (not for grades, scores, or rewards 
but for self-satisfaction), 
 Promotes active learning and exploration of new knowledge, 
 Involves collaborative practices and cooperation (p. 72-73). 
  7 
 
 
Constructivists believe that beginning teachers learn by solving their own problems and 
reflecting on their professional practices, discovering some new knowledge from their actions, 
and constructing their own understanding. Constructivism promotes socialization and encourages 
learners to compare and share with colleagues and mentor. Hence, school leaders should promote 
teachers professional learning communities (Bhattacharjee, 2015). 
Constructivists believe that learning is achieved through active participation as “opposed 
to passively receiving information” (Bhattacharjee, 2015, p. 67), and that novice teachers will 
learn more, develop new skills, and construct their own meanings when they engage in teaching 
activities (Bhattacharjee, 2015; Fernando & Marikar, 2017). Constructivism describes the 
process of developing meaningful learning through authentic tasks (Bhattacharjee, 2015). 
Teacher professional development programs should be authentic, to develop meaningful 
learning. The significance of this study is discussed in the next section. 
Significance of the Study 
McDougall and Fantilli (2009) noted that the challenges beginning teachers experience 
have not been properly explored in Canadian context. This thesis explored some of the current 
challenges facing new teachers as they begin working in the profession. Research over the years 
has focused on examining a single support strategy rather than looking more broadly at the many 
supports available to improve novice teachers practice and achieve educational goals (Bean, 
2013; Brownell et al., 2006; Collinson, et al., 2009, Desimone, 2009; Duran et al., 2012; Finney 
& Yvette 2008). This study will help determine the perceived efficacy of existing strategies that 
principals employ to support novice teachers. The findings from this study will serve as source of 
information for school boards, school leaders, school administrators, department heads, and 
researchers, and may help school administrators and leaders to make effective decisions on how 
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to support and improve novice teachers’ professional practice. Studies on how to support novice 
teachers provide vital information for school leaders on how to reduce teacher attrition, enhance 
teacher learning, advance teacher professional practice, and consequently improve student 
achievement. The next section provides an overview methodology used in this study. 
Research Methodology 
This applied quantitative study will explore the challenges novice teachers face, 
determine how principals support beginning teachers, identify the support received by beginning 
teachers, and reveal support strategies that new teachers perceive as most effective. Applied 
research is often used to study the effectiveness and impact of an existing educational practice on 
teacher efficacy (Lodico, et al., 2006) and to provide answers and immediate solutions to real 
world questions (Johnson & Christensen, 2008). Johnson and Christensen (2008) noted that 
applied research deals with the current issues and problems facing education system. This study 
used an applied research approach, to determine the extent of leadership strategies in supporting 
beginning teachers’ practice. In this study, two sets of structured online questionnaires were used 
to collect raw data from school administrators and beginning teachers. The novice teacher online 
surveys were used to explore the challenges novice teachers face, identify the support programs 
available for beginning teachers, ascertain areas where beginning teachers need support, identify 
the support that beginning teachers perceive they need and show the most effective strategies for 
supporting beginning teachers. A convenience sampling technique was used to select principals 
and teachers with less than three years of teaching experience in Manitoba, Canada. Brandon 
University Research Ethics Board approval was obtained before the survey was sent out to 
school administrators and teachers. Limitations of this study are discussed in the next section. 
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Limitations of the Study 
 This study used a quantitative approach. Quantitative research approaches are used to 
summarize results numerically (Lodico, Spaulding, & Voegtle, 2006). While quantitative studies 
describe skills, proficiency, and performance, they do not capture the underlying meanings of the 
studied phenomenon, feelings, emotions, and shapes, or how people interpret the studied 
phenomenon (Rahman, 2017). Hence, this quantitative study will not provide an interpretation of 
participant feelings and emotions toward leadership strategies for supporting beginning teachers. 
The next section outlines the delimitations of this study. 
Delimitations of the Study 
Delimitation describes the characteristics that limit the scope of a study (Simon, 2011). It 
is the boundaries set by the researcher.  This study was delimited to school principals and 
teachers with three years or less teaching experience in Manitoba, Canada, who agreed to 
participate in the survey. The next section will provide a definition of terms. 
Definition of Terms 
Leaders. These refer to school administrators, school principals, head of departments, and 
subject head. 
Novice/ Beginning/New teachers. In this study, these three terms are used interchangeably and 
refer to teachers with less than 3 years of teaching experience. 
Support strategies. These are strategies that school leaders use to provide support to novice 
teachers to enhance their practice. These strategies may vary from school to school. They may 
include orientation or induction, mentoring, professional development programs, professional 
learning communities, peer teaching etc.  
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Summary of Chapter One 
Chapter one has introduced the thesis topic under the following headings: research 
problem, research objectives, research question, the theoretical framework, significance of the 
study, research methodology, definition of terms, delimitations of the study. 
Overview of Other Chapters 
Chapter two provides a review relevant literature on teacher attrition, expanding roles of 
teachers, challenges facing novice teachers, support strategies for new teachers 
(mentoring/induction, professional development, professional learning community, collaborating 
teaching, and co-teaching) and the roles of school administrators. Chapter three discusses the 
methodology for this study. Chapter four includes the data analyses and discussion of results. 
Chapter five is used to draw conclusions and make some recommendations. 
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Chapter Two: Review of Literature 
 This chapter reviews relevant literature on the challenges facing novice teachers and the 
leadership strategies for supporting novice teachers. The literature is reviewed under the 
following sub-headings: attrition of beginning teachers, challenges facing beginning teachers, 
strategies for supporting beginning teachers, and school administrators’ roles as related to 
teacher professional practice or effectiveness. The first section reviews teacher attrition.  
Teacher Attrition 
The United Nations Educational, Scientific and Cultural Organization (UNESCO) in 
2018, defines teacher attrition as the percentage of teachers dropping out of teaching profession 
within a given year. Teacher attrition is a major concern for education leaders, school 
administration, and researchers. Karsenti and Collin (2013) carried out a Canada-wide study that 
focused on new teachers who leave the teaching profession. They discovered that teacher 
attrition in Canada occurs mostly in the first five years of teaching. In addition, 50% of the 
teachers’ dropouts in Canada do so in the first two years of teaching. 
Causes for Teacher Attrition 
Karsenti and Collin (2013) examined and summarized the main causes of teachers’ 
attrition into four main categories. The four categories are task-related factors, individual factors, 
social environmental factors, and socioeconomic conditions. The following sections provide 
information about each of those categories: 
Task-related Factors. Karsenti and Collin (2013), in a Canada-wide study of teacher 
attrition, observed that job-related factors, such as inadequate classroom management skills, 
working conditions, administrative policies, support programs, and inappropriate allocation of 
teaching assignments were contributing factors to teacher attrition. Workloads also factored into 
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reasons why teachers left the profession. Teacher recruitment in specialized subjects in rural 
areas can be difficult. McDougall and Fantilli (2009) carried out a study on the challenges facing 
beginning teachers. They reported that sometimes “unqualified, unsatisfied, and inexperienced” 
teachers are employed in the rural areas due to lack of qualified candidates (McDougall & 
Fantilli, 2009, p.814), which is a contributory factor to teacher attrition. Ongoing professional 
development is essential to good practice. Finney and Yvette (2008), in a pilot study in Ontario, 
Canada, stated that most educational reforms are directed towards improving teachers’ 
instructional development and delivery practices but ignore the importance of teachers’ 
continuous education. 
Individual Factors. Individual factors include socio-demographic (e.g., gender, place of 
residence/work), emotional, psychological, and professional characteristics (Karsenti & Collin, 
2013). Finney and Yvette (2008) noted that a high rate of teacher attrition can result from the 
unrealistic expectations from beginning teachers. Teacher attrition may occur because of conflict 
between teachers’ workload and family responsibilities. Finney and Yvette (2008) in their study 
found that some new teachers leave their jobs because they get little or no support to perform 
new tasks. Beginning teachers are often given the same tasks as experienced teachers and 
community expectations from new teachers are high. For instance, giving teachers with fewer 
years of experience more responsibilities without the support needed may lead to occupational 
stress and drop out. Karsenti and Collin (2013) observed that teacher attrition is often caused by 
a too heavy workload that results in inadequate time for personal and family needs. Thus, new 
teachers may decide to leave their job when they feel that it is encroaching on their personal life 
and family time. 
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Social Environment Factors. According to Karsenti and Collin (2013), environmental 
factors include poor relationships among teachers and school leaders, inability to work 
effectively with students who exhibit difficult behaviors, poor work conditions, school policies, 
leadership styles, and poorly managed school environments. Teachers may leave their job if they 
feel unsafe or because of environmental stress, pressures from school administrators, parents, 
and students. Poorly managed and led school environments increase new teacher attrition rates 
(McDougall & Fantilli, 2009). Wynn, et al. (2007) found that a strong relationship exists 
between teacher attrition rate, school environment, and school leadership behavior. 
Socioeconomic Conditions. Teachers’ social economic conditions are a key determinant 
in decisions made to remain in the profession (Mueller & Carr-Stewart, 2011). While Karsenti 
and Collin (2013) found that low teacher salaries are not the cause of teacher attrition in Canada, 
teachers may also leave the profession when the resources and support services needed to carry 
out their duties are not provided by the school district and school administrators. Mueller and 
Carr-Stewart (2011) noted that historically, First Nations schools are inequitably funded 
compared to provincial schools. Recently, low teacher salary level and poor working conditions 
on reserves have been cited as the main reasons for teacher attrition in First Nations-managed 
schools (Mueller & Carr-Stewart, 2011). The next section explores the challenges encountered 
by new teachers. 
Challenges Beginning Teachers Encounter 
Teaching is a rewarding occupation, but not devoid of some challenges. The 
literature identifies the following challenges facing beginning teachers’ practice: Late placement, 
heavy workload and multiple tasks, inadequate preparation, inadequate in-school support, 
inadequate skills for working with parents, inadequate classroom management skills, poor 
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collaborative cultures, and teacher’s isolation (Froese-Germain, 2010; McDougall & Fantilli, 
2009; Lofstron, & Eisenschmidt, 2009).  
Late Placement  
McDougall and Fantilli (2009) reported that late placement is a major challenge facing 
beginning teachers.  Often vacancies occur at the last minute, not only at the beginning of the 
academic year but also during the school temrs. While these vacancies provide opportunities for 
employment of young and inexperienced teachers, such time-constraints provide little time for 
preparation for instructional delivery. It is important for new teachers that placements are on 
time, giving them enough time to plan their lesson and class activities. 
Heavy Workload and Tasks 
Froese-Germain (2010) noted Canadian teachers work an extra 10 to 20 hours per week 
due to heavy workload demands. Froese-Germain (2010) added that an average Canadian teacher 
works 50 to 55 hours a week to meet school expectations. Allocation of the most difficult tasks 
to less experienced or beginning teachers is a key problem facing novice teachers (McDougall 
& Fantilli, 2009). When dealing with complex activities, teachers sometimes multitask (Froese-
Germain, 2010). New teachers should be guided and supported to improve their professional 
practices and the retention rate within the profession (Ingersoll & Strong (2011). 
Inadequate Professional Preparation 
Teacher preparation refers to previous training that beginning teachers have received 
before obtaining a professional teaching job. Froese-Germain (2010) stated that new teachers 
may not have the skills to work effectively in culturally diverse classrooms and students who 
have various learning needs. Theoretical knowledge without in-school experience and classroom 
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modeling of professional practice is not enough to overcome the challenges of classroom 
teaching (Anderson & Freebody, 2012); new teachers may feel inadequately prepared, due to 
differences in teacher training programs. For instance, teachers may not have the skills to work 
with parents from different cultural backgrounds or students with special needs (Le Maistre & 
Paré, 2008). 
Support for Teachers 
According to Finney and Yvette (2008), 20% to 50% of novice teachers leave their job 
within the first five years of employment due to inadequate support. Froese-Germain (2010) 
noted that “teachers lack the supports and resources necessary to support an increasingly diverse 
student population” (p. 2). In-school support programs for teachers are a major challenge facing 
new teachers (McDougall & Fantilli, 2009).  
School administrators at the district level should ensure that the resources needed to 
support novice teachers are provided. Kitchenham and Chasteauneuf (2010) found that attrition 
may be high in communities in which teachers do not have access to professional development 
(97%), mentoring (94%), and financial incentives. School administrators, principals, and 
experienced teachers should work together to support beginning teachers’ professional practice. 
Experienced teachers should be willing, ready, and committed to guide and mentor new teachers 
on arrival, to improve their professional practices (Wynn et al., 2007). 
Skills for Working with Parents 
Parents are major stakeholders in the school environment. Providing support to enhance 
teachers’ communication skills is required to help them with collaboratively work with parents. 
McDougall and Fantilli (2009) noted parental communication were often difficult for beginning 
teachers without adequate support from a qualified mentor. Many teachers feel stress and 
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develop anxiety when communicating with parents (McDougall & Fantilli, 2009). For example, 
new teachers may feel nervous when parents visit the school to find out why their children’s 
performance is poor or to ask questions concerning their children’s education. To be effective, 
beginning teachers need support and training on how to deal with parents from different 
professional, religious, and cultural backgrounds. 
Classroom Management Skills 
McDougall and Fantilli (2009) asserted that classroom planning and management are 
difficult for beginning teachers. Effective classroom management is an essential aspect of 
teachers’ responsibilities yet can be a difficult task for novice teachers. Classroom management 
involves “creating the setting, decorating the room, arranging the chairs, speaking to children, 
and handing their response, putting routines in place, developing rules, and communicating the 
rules to the students” (Sieberer-Negler, 2016 , p. 163). Hickey et al. (2015) reported many 
teachers face disruptive and undesirable child classroom behaviors that negatively impact their 
practice. These disruptive, aggressive, and negative emotional symptoms may be common 
among high-risk students (Hickey et al., 2015). Vaaland (2016) stated that some students may 
not respect teachers’ authority. Teaching may be unsuccessful and student engagement may be 
difficult because students do not listen to or follow teachers’ instructions. Vaaland (2016) found 
that students who display aggressive and uncooperative behaviours impact teachers’ practice. 
Novice teachers need adequate support, to effectively plan and manage their students and 
classroom. 
Collaborative Culture 
Teachers cooperate and share professional practices and experiences in schools with a 
positive collaborative culture. On the other hand, when teachers do not communicate, cooperate, 
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consult, and share professional practices and experiences, it may create a situation in which 
teachers may feel isolated. McDougall and Fantilli (2009) found that poor collaboration 
increases teacher stress and feelings of anxiety. Lofstron and Eisenschmidt (2009) explained that 
in a poor collaborative culture, novice teachers cannot contact and communicate their 
professional challenges with a mentor or a colleague. In addition, poor collaboration reduces the 
amount of information shared among teaching professionals and may create an unfavorable 
school environment. McDougall and Fantilli (2009) found that many novice teachers feel unsafe 
and do not perform their best in an unfavorable school environment. Confait (2015) noted that an 
inadequate collaborative culture is a major problem facing teacher support programs. Some 
practicing teachers disassociate themselves from colleagues and do share their knowledge and 
experience with fellow teachers (Confait, 2015).  
Teacher Isolation  
Teacher isolation is a major challenge facing teachers. Ostovar-Nameghi and 
Sheikhahmadi (2016) stated that teacher isolation is a product of the conditions in which teachers 
work, the characteristics of their workplace, and the opportunities available to them. Teachers 
work with students most of the day and are often unable to connect with colleagues due to heavy 
workloads. Teacher isolation occurs when opportunities for networking within the school 
environment and with colleagues are limited (Ostovar-Nameghi & Sheikhahmadi, 2016). 
Teachers who teach specialist subjects like music may be the only teacher in that area in their 
school and may sometimes be scheduled to move from one school to another as part of their 
teaching assignment (Sindberg, 2011). Teachers need caring colleagues to share their struggles 
and successes. Sindberg (2011) noted that teachers in rural schools are often disconnected from 
their colleagues in the urban areas. Teachers in rural communities and reserves may lack the 
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teaching resources, mentoring and professional training that are often accessible in the urban 
areas (Sindberg, 2011). 
The next section examines some strategies for supporting beginning teachers. 
Strategies for Supporting Beginning Teachers 
 This section will examine mentoring and induction, professional development, 
professional learning community, collaborative teaching, and co-teaching. 
Mentoring and Induction 
In-school mentoring programs for supporting novice teachers can be traced back to the 
1980s (Hobson et al., 2009). Spooner-Lane (2017) reviewed ten empirical studies published 
since 2000 to examine mentoring programs for beginning teachers in the primary education 
sector and observed that there is no clear definition of mentoring, adding that induction and 
mentoring are used interchangeably. However, mentoring is not a new concept; it has been 
defined by various scholars. Hobson et al., (2009) defined mentorship as “one-on-one support” 
of a novice or less experienced practitioner (mentee) by a more experienced practitioner (mentor) 
(p.207). Mentoring was defined as a semi-structured system for assisting individuals, sharing of 
knowledge, experience, and skills (University of Cambridge, 2018). Mentoring beginning 
teachers, relates to the master and apprentice strategy. It involves matching new teachers to a 
teacher who is more experienced and knowledgeable in professional practices (Hobson et al., 
2009). Mentoring is used to pass on good practices that benefit schools. Mentoring is intended to 
help support, prepare, and induct new teachers (Hobson et al., 2009). Mentoring programs are 
designed to assist and develop mentees’ expertise and to facilitate novice teachers’ professional 
development (Hobson et al., 2009). When compared to induction, mentoring is broader, built on 
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trust and respect. Mentoring involves motivating, empowering, and identifying issues that 
help mentees to solve their professional challenges (University of Cambridge, 2018).  
Mentors. Mentors are the more experienced teachers who are willing and able to provide 
novice teachers the professional help they need at that particular 
time. Lofstron and Eisenschmidt (2009) identify mentors as teachers who have attained a high 
level of expertise and experience. For instance, in the school system, mentors may be referred to 
as coaches, role models, and facilitators for beginning teachers’ professional practice. Mentors 
should have practical experience, show commitment, and be well-trained (McDougall & Fantilli, 
2009). New teachers may be allowed to choose their mentor, to foster an effective mentor 
and mentee relationship and improve novice teachers’ performance (McDougall & Fantilli, 
2009). Lofstron and Eisenschmidt 2009 reported that mentors may require further training and 
retraining to effectively carry out their job as expected. 
Mentees. Mentees are those who are mentored, often novice or struggling teachers who 
need help to improve their professional practices. Lofstron and Eisenschmidt (2009) found 
that mentees understand the concepts and process of developing expert knowledge and develop 
self-competence to improve professional practice when working with the mentor they selected 
(McDougall & Fantilli, 2009). The next sub-section discusses matching mentor and mentees.   
Matching Mentors and Mentees. It is important that the mentor and mentee are 
carefully matched. Mentoring programs promote or create cordial relationships between the 
mentor (experienced teacher) and mentee (beginning teacher). Hellsten et al. (2009) found 
that mentees are often connected with mentors who teach different subjects and show interest in 
the different study areas. Some mentors have attained a high level of expertise and experience; 
hence, such mentor and mentee relationships should be encouraged (Hobson et al., 2008; 
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Wynn, Carboni, & Patall, 2007). They added that to foster an effective mentor 
and mentee relationship and improve performance new teachers should be allowed to choose 
their mentor (McDougall & Fantilli, 2009). 
 Lofstron and Eisenschmidt (2009) explored relationships between mentees and mentors, 
experiences of mentees, and the roles of mentors; they found that school administrators can 
improve mentor/mentee relationships by encouraging self-reflection practices, providing training 
programs for mentors, and implementing community-based mentoring programs 
(Lofstron & Eisenschmidt, 2009). Hellsten et al. (2009) noted that new teachers learn better 
when they teach a similar subject to their mentor. They called this “compatibility between a 
mentor and beginning teachers” (Hellsten et al., 2009, p. 720). McDougall and Fantilli (2009) 
observed that a cordial relationship between mentors and mentees yields better results. 
Benefits of the Mentor/Mentee Relationship. Research has revealed some benefits of 
matching mentors and mentees. They include developing good practices and viable instructional 
methods that positively impact students learning (Darling-Hammond, 2013), improving novice 
teachers’ planning, programming, assessment, and knowledge of special education, and reporting 
skills (McDougall & Fantilli, 2009) and improving teachers’ professional learning (Hellsten et 
al., 2009). 
Challenges in Mentoring Relationships. Some studies have identified challenges to 
mentor support of novice teachers. In some case, mentors’ willingness to engage and readiness to 
participate in school mentoring program is a major concern for education leaders (Hellsten et al. 
2009). In addition, a proportion of mentors do not encourage self-evaluation and reflective 
practice among novice teachers (Lofstron & Eisenschmidt, 2009). 
Improper matching of mentors and mentees may hinder the effectiveness of a school mentoring 
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program. McDougall and Fantilli (2009) found that mentees are sometimes dissatisfied with the 
mentoring relationship, mentors’ commitment, and mentors’ qualifications. Time may be an 
issue to effective mentoring programs. 
Mentoring Programs. School-based mentoring programs have played a crucial role in 
supporting novice teacher induction programs and professional development (Hobson et al., 
2008). Mentoring programs for new and struggling teachers is part of the process of improving 
existing practices (Wynn et al., 2007). In this initial period, a great amount of time, financial and 
human resources are required to ensure success in the training and development of beginning 
teachers (Hobson et al., 2008). Spooner-Lane (2017) noted that the purpose of mentoring 
programs should be made clear. Mentoring programs should be properly supervised and 
evaluated to provide suggestions for improvement (Hobson et al., 2008). Beginning teachers’ 
support programs are often not properly planned, monitored, and evaluated by education leaders. 
It is the responsibility of school leaders to monitor and ensure the effective delivery of mentoring 
programs (Confait, 2015). Mentoring programs should be used to improve beginning teachers’ 
knowledge of professional development and reflective practices (Lofstron, & Eisenschmidt, 
2009).  
A good mentoring program should be properly planned, directed towards specific 
needs of beginning teachers, properly delivered, and able to achieve expected outcomes 
(Spooner-Lane, 2017). Mentors should be given clear objectives based on teachers’ needs and 
expected standards. Mentoring promotes reflective practice; reflective practice improves 
teachers’ professional training and outcomes (Spooner-Lane, 2017). Mentorship programs 
encourage an engaging environment that provides learning opportunities for beginning teachers 
and their mentors (Hellsten et al., 2009).  
  22 
 
 
Lofstron and Eisenschmidt (2009) noted that mentoring programs identify training needs 
and improve novice teacher professional practices. Mentoring programs are strategic programs 
that school districts use to support beginning teachers and reduce teacher attrition rate (Wynn al., 
2007). An effective mentoring program encourages self-reflection and promotes ongoing 
professional development; for a mentoring program to be effective, it must provide novice 
teachers long-term training and ongoing professional development (Gallagher, et al., 2014). 
Types of Mentoring Programs. The review of the literature revealed four types of 
mentoring programs: on-site and off-site mentoring programs (Hellsten et al., 2009) and formal 
and informal mentoring programs (Duncan & Stock, 2010). On-site mentoring programs develop 
relationships between mentors and mentees within a specific school. On-site mentoring can be 
formal or informal. Duncan and Stock (2010) noted that a formal mentoring program is a 
structured initiative for developing the mentee’s confidence and professional skills. Spooner-
Lane (2017) evaluated 10 studies on mentoring programs for beginning teachers and concluded 
that in-school mentoring programs are more effective than off-school mentoring program. In- 
school mentoring programs provide novice teachers increased access to their mentors and 
improve mentor and mentee relationship. Hellsten et al. (2009) recorded that lack of a formal on-
site mentorship program is one major issue facing mentorship programs in Saskatchewan. On-
site mentoring programs take place within the school while the off-site mentoring programs are 
the supports that teachers receive from individuals external to the school. Off-site mentoring 
programs are not within the school. Duncan and Stock (2010) stated that off-site mentoring 
programs are usually informal social networks developed to share ideas and solve professional 
challenges. For instance, a struggling teacher may consult friends, families, and close relatives 
regarding experience, knowledge, and practices. New teachers may discuss some challenges 
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experienced and share their experience with colleagues in another school during social 
gatherings or over the phone. Duncan and Stock (2010) added that informal mentoring networks 
are crucial for developing and retaining competent teachers. 
A formal mentorship is a relationship that exists between a mentor and mentee which is 
part of employment development process or requirement (Sharma, 2017). This type of mentoring 
relationship is governed by timelines, rules, and regulations. For instance, a school administrator 
allocates new teacher to a class and formally requests that the teacher previously teaching the 
same class to guide the new teacher for a period of time. This is termed a formal mentoring; it is 
a relationship that is governed by school policies, rules, and regulation. Informal mentoring is a 
relationship that exists between a mentor and mentee that is not part of the employment process 
or requirement (Sharma, 2017). An informal mentoring program is not governed by any 
timelines, rules, or regulations. 
Benefits of Mentoring Programs. Mentorship programs provide an environment where 
the mentor teaches novice teachers’ good teaching practices, instructional methods, and skills 
that positively impact student learning (Darling-Hammond, 2013). School-based mentoring 
programs have played a crucial role in supporting novice teacher induction and professional 
development (Hobson et al., 2008). Mentoring programs aim to support, prepare, and induct 
beginning teachers (Hobson et al., 2008). Lofstron and Eisenschmidt (2009) carried out a study 
to determine the perceived relationships with mentors, experiences of mentoring, and task of 
mentors. They concluded that mentoring programs improve mentors’ and mentees’ professional 
skills and practices (Lofstron & Eisenschmidt, 2009).  
Mentorship programs benefit both novice and experienced teachers. Mentoring provides 
mentors an opportunity to improve their strategies. It reduces beginning teachers’ feelings of 
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isolation and enhances their sense of belonging and ability to connect with the school community 
(Ontario Ministry of Education, 2010). Ingersoll and Strong (2011) stated that mentoring impacts 
new teachers’ performance, stimulates higher satisfaction, improves commitment, and increases 
novice teacher retention. Hobson et al., (2009) outlined some major benefits 
of mentorship to mentees; these benefits include “reduced feelings of isolation, increased 
confidence, and self-esteem, professional growth, and improved self-reflection and problem-
solving capacities” (p. 209). 
The University of Sheffield (2016) summarized the benefits of mentoring programs. 
These are skill development, new professional contacts, better reflective practice skills, and self-
satisfaction. Other benefits include better career planning, opportunity to learn more about their 
school, exposure to new ideas and skills, improved connection with colleagues, greater reflective 
practice skills, career development, self-confidence, and ability to solve professional challenges. 
Professional Development (PDs) Programs 
Teacher professional development programs (PDs) are important tools for improving 
teacher quality and quality of student learning (Gore et al., 2017; Meissel et al., 
2016; Opfer & Pedder, 2011). An effective professional development program focuses on the 
specific needs of individual teachers or group of teachers; PDs use collegial and reflective 
practice to improve novice teachers’ learning, skills, and instructional delivery strategies 
(Antoniou & Kyriakides, 2013; Stevens & Houchens, 2014). PDs encourage reflective practices 
that may enhance teachers’ learning, skills, and instructional deliveries (Antoniou & Kyriakides, 
2013). While professional development programming can increase teacher learning and 
professional development, programs vary in the extent to which they meet teachers’ needs and 
will not meet the entirety of training needs (Antoniou & Kyriakides, 2013; Owston et al., 2008). 
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Teachers’ skills are not the same; thus, teachers need continuous development to examine and 
reflect on their daily practices and on their specific needs (Antoniou & Kyriakides, 2013).  
Benefits of Professional Development Programs. Some studies on professional 
development programs have revealed some benefits of the programs. Yoon et al., (2013) found 
that teachers rated professional development program as high, meaningful, satisfying, and 
motivating. PDs benefit teacher practice and improve pedagogy (Enderle, et al., 2014). PDs 
significantly increase novice teachers’ experiences, skills, and instructional strategies (Yoon, 
Diefes-Dux, & Strobel, 2013). PDs may improve novice teachers’ confidence, reveal teachers’ 
instructional weaknesses, and suggest ways to improve teacher training (Jonathan et al. 
2011). Professional development can help to identify learners’ outcomes and compare actual 
outcomes with expected standards (Gallagher et al. 2014). PD improves teachers’ skills about 
new practices and helps to identify the future professional needs of teachers (Duran et al., 2012). 
PD programs improve novice teachers’ confidence and competence in professional practices 
(Duran et al., 2012). PD helps teachers to be more prepared to meet instructional challenges 
(Duran et al., 2012). Teachers’ professional practices depend on an effective professional 
development programs. 
Improving Professional Practice. Professional development programs (PDs) improve 
teachers’ professional practice (Desimone, 2009: Enderle et al., 2014; Gore et al., 2017; Jonathan 
et al., 2011; Meissel et al., 2016). Jonathan et al. (2011) added that PDs enhance teachers’ 
capacity to utilize inquiry-based instructional practice. PDs can help develop teachers’ inquiry 
skills and strengthen and enhance teacher collaboration (Gore et al., 2017). PDs increase novice 
teachers’ confidence for effective teaching practice (Enderle et al., 2014). PDs provide teachers 
with different ideas for improving instructional practices (Gallagher et al., 2014) and 
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opportunities for novice teachers to engage in reflective practices and modeling effective 
practices (Enderle et al., 2014). PDs encourage reflective practice, provide useful information, 
advance teachers’ knowledge, and facilitate student learning (Parr et al., 2007). For instance, in a 
reflective environment, teachers come together to share experiences and discuss professional 
practices. Teachers may use a small group to reflect and improve instructional their practices.  
PD’s Impact on Teacher and Student Learning. Professional development programs 
improve teachers’ learning and students’ achievement. PDs impact novice teachers’ learning 
(Desimone, 2009; Duran et al., 2012). A continuous, student-focused, and participatory 
professional development program may develop teachers’ instructional practices (Duran et al., 
2012). Professional development program may enhance teachers’ learning and students’ literacy 
at different levels (Desimone, 2009; Meissel et al., 2016). For instance, student learning may be 
improved when teachers are given opportunities to attend professional training programs. 
Teachers who attend these programs acquire some new skills and may experience an increase in 
their student outcomes if properly implemented. Tytler et al., (2011) added that a professional 
development program is an effective tool for improving teaching and learning in a rural 
environment. Despite the benefits of professional development, some factors still affect its 
effectiveness. 
Factors Affecting the Effectiveness of Professional Development Programs. An 
effective professional development program (PD) relies on some social and environmental 
factors. Tyler et al. (2011) found that small school size, distance from school A to school B and 
C for professional training programs, plus the cost of traveling affect teachers’ professional 
development. They added that lack of a replacement for teachers teaching core subjects and 
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inadequate information are factors moderate teachers’ access and participation in PDs (Tyler et 
al., 2011). 
Professional Learning Communities (PLCs)  
The National Council of Teachers of English (2010) defines professional learning 
communities (PLCs) as group of teachers who observe, collate, and process data to improve 
current practice. PLCs may involve teachers coming together as a group to reflect, share, and 
support their instructional practice and teaching effectiveness with the overall aim of improving 
instruction, increasing student achievement, and accomplishing academic standards. School 
administrators should encourage teachers to share experiences, skills, and knowledge to improve 
practice, instruction, and learning outcomes (Darling-Hammond, 2013). PLCs should be 
organized and supported in school, to enhance teachers’ professional practices (Owen, 2014; 
Stewart & Houchens, 2014). A Professional Learning Community program plays a crucial role in 
teachers’ professional practice and is an important instrument for improving, teachers learning, 
and overall school performance (Owen, 2014). Creating PLCs in schools can help new and 
struggling teachers work with other experienced teachers to acquire needed expertise and 
knowledge for successful teaching (Owen, 2014). The National Council of Teachers of English 
(2010) note that PLCs play an important role in teacher quality by “bridging the gap between 
research and practice, creating spaces for addressing problems of practice, increasing teachers’ 
retention, connecting pedagogical practice with content area of knowledge, 
fostering transformative teaching, and improving student learning” (p. 1). 
PLCs provide a structure in which experienced teachers work alongside novices, sharing 
knowledge, expertise, and providing mentorship for their beginning as well as less competent 
colleagues (Sai & Siraj, 2015). In addition, PLCs promote collegial and reflective practices (Parr 
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et al., 2007; Stewart & Houchen, 2014). When implemented successfully, teachers 
perceive PLCs are valuable tools for professional development (Hurley et al., 2018). 
While research is clear that PLCs can be useful professional development tools for 
teachers, several factors can limit their success. In rural and remote schools and districts, small 
school size, distance to other schools and centers, cost of traveling, lack of replacement teacher, 
increased number of teachers teaching outside their subject area are major factors affecting 
subject-specific PLCs (Tyler et al., 2011). 
PLCs and Student Learning.  Linking a specific intervention to student achievement is 
very difficult as a plethora of variable impacts student learning. However, some researchers 
claim that PLCs positively impact student achievement (Meissel et al., 2016; Parr, 2011); 
Professional learning community is an important instrument for improving student learning and 
achieving set school standards (Owen, 2014). On the other hand, Hurley et al.  (2018) in an 
eastern Canadian study, reported that professional learning community practices vary from one 
school to another and do not significantly improve student performance; some sampled schools 
experienced growth, while others face a decline in their student achievement. They concluded 
student performance was the function of individual students and school leadership initiatives. 
While opinion is divided on the impact of PLCs on student learning, given “limitations posed by 
complex and intransigent social, political, and economic conditions, improving teaching remains 
a key policy goal that is widely considered as fundamental to improving student 
outcomes” (Gore et al., 2017, p. 111). 
Collaborative Teaching and Teacher Professional Practices 
Collaborating around instruction is a practice that allows teachers to share expertise 
(Sileo & Garderen, 2010). Collaborative teaching is a strategy that involves a beginning teacher 
  29 
 
 
working side-by-side with an experienced teacher. Together, they develop a lesson plan, decide 
on a best instructional delivery method, and develop curriculum. Darling-Hammond (2013) 
noted that collaborative teaching makes the school environment better and more pleasing for 
struggling, novice, and experienced teachers. Collaborating in instruction may enhance team 
spirit, improve instructional planning and develop the best instructional delivery strategies. 
Collaboration encourages the sharing of experience, knowledge, expertise, and skills to improve 
instructional strategies and student learning (Darling-Hammond, 2013). For instance, two 
teachers teaching social studies may come together, as a team, deciding on the instructional 
objectives, planning lessons, organizing needed materials, and choose one best instructional 
strategy to be adopted during instruction. Collaborative teaching is an important strategy for 
achieving common goals, improving novice teachers’ practice, and enhancing instructional 
planning (Brownell et al., 2006). Collaborative teaching is an essential strategy and leaders can 
use it when assisting novice and struggling teachers in schools. 
Shared instructional practices can support teacher development and improve student 
learning (Darling-Hammond, 2013). For example, a fine arts teacher may share a strategy used to 
increase student attendance and participation. Teachers teaching the same grade level of students 
can come together to plan their instruction with the aim of improving learning outcomes 
(Darling-Hammond, 2013). Collaborative practice, when properly facilitated by school 
administrators may improve teachers’ confidence, enhance their instructional delivery and 
encourage achievement of overall school objectives. 
Co-teaching 
Co-teaching is mostly used in a special education setting for the purpose of inclusion. Co-
teaching improves teachers’ practice and assist students with special needs. Bean (2013) found 
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that proper planning and implementation of co-teaching strategies will improve beginning 
teachers’ satisfaction and instructional practice. Teachers are effective in schools where 
principals are knowledgeable about the co-teaching process, model and participate in the co-
teaching process, and evaluate the impact of co-teaching strategies (Bean, 2013). School 
administrators should encourage teachers to develop a common planning time, acquire co-
teaching skills, and share professional responsibilities and practices (Bean, 2013). Studies on co-
teaching have revealed some benefits. 
Benefits of Co-teaching. Sharing professional practice through co-teaching may provide 
teachers with updated information and skills required to work with the student who has different 
special skills. Simpson et al. (2014) found that co-teaching is a powerful tool that enlightens 
beginning teachers about existing cultural differences in the school. Co-teaching may give 
teachers the skills and support required to deal with students’ who have learning disabilities. In 
addition, co-teaching increases the level of inclusion in school. Bean (2013) reported that 
teachers and school administrators see co-teaching as a teacher support strategy that promotes 
inclusion. For instance, allowing two teachers with different personalities and skills to co-teach 
may promote a better understanding of concepts and cultural diversities in the classroom. 
Simpson, Thurston, and James (2014) stated that co-teaching helps teachers to understand 
themselves as individuals. With better understanding, the beginning teachers maybe better 
equipped, informed, and prepared to deal with diverse students’ and parents’ needs 
(Simpson, Thurston, & James, 2014). Providing support for beginning teachers in the area of 
inclusion is an essential element for promoting novice teachers’ professional practices. The next 
section discusses the roles of school administrators in supporting beginning teachers. 
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Roles of School Administrators in Supporting Novice Teachers 
School administrators should provide, supervise, and evaluate teacher development 
programs and suggest ways to enhance practice (Hobson et al., 2008) and develop teachers’ 
skills in planning, programming, assessment, special education, and reporting by allocating 
enough time for development (McDougall & Fantilli, 2009). Administrators, at school and 
district levels, should develop support strategies for increasing teacher retention. Support 
programs help to promote and encourage self-reflection, identify and recommend training, and 
enhance community-based mentoring programs (Lofstron, & Eisenschmidt, 2009). 
School support programs should be directed by school leaders to meet teachers’ individual needs 
and promote appropriate community cultures (Tyler et al., 2011). School administrators can 
support relationships among teachers by encouraging self-reflection, recommending training 
programs for mentors, and promoting a community base mentoring programs (Lofstron 
& Eisenschmidt, 2009).  
School administrators should identify novice teachers’ training needs and provide 
teachers the opportunities to attend development programs. Programs such as seminars, 
workshops, and conferences on lesson planning, classroom management, and accessing subject-
specific resources, may impact teacher professional practices (McDougall & Fantilli, 2009). 
Novice teachers may need support in form of practical training to resolve major challenges they 
face in the early years of professional practice (McDougall & Fantilli, 2009). School principals 
should encourage teacher leaders to seek and acquire new knowledge and skills and to enhance 
their professional practice (Ontario Ministry of Education, 2010). To maximize teacher and 
student learning and to improve professional practices leaders need to understand and utilize the 
best professional development programs that meets their teachers’ needs (Desimone, 2009). 
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School leaders should give teachers opportunities to use learned instructional skills and ideas 
acquired in their various schools (Enderle et al. 2014). Teacher evaluation and supervision is 
examined in the next section. 
Teacher Evaluation and Supervision 
School principals are mentors, facilitators, and evaluators (Atta-Alla, 2012). Teacher 
evaluation and supervision are an important part of the principals’ roles. Teacher evaluation tools 
are vital instruments that principals may use to identify teachers’ professional needs. Atta-Alla 
(2012) noted that evaluation provides information about teachers’ current state of knowledge and 
skills, gives feedback on teacher performance, and provides a means to identify teachers’ 
professional development needs. Danielson (2013) has identified an effective evaluation tool that 
principals can use to evaluate teachers’ practices. Danielson (2013) identified the four complex 
work areas of teachers’ professional practice in which teachers may need support. She added that 
paying attention to these four domains positively impact student learning. The four domains are 
planning and preparation, classroom environment, instruction, and professional responsibilities. 
She further divided the four domains into twenty-two sub-categories (Danielson, 2013).  
The following are the four domains and sub-areas of teaching in which novice teachers’ 
may need professional help: 
1) Planning and preparation 
a) Knowledge of content and pedagogy 
b) Knowledge of students 
c) Setting instructional outcomes 
d) Knowledge of resources 
e) Designing student assessments 
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f) Designing coherent instruction 
2) Classroom environment 
a) Creating an environment of respect and rapport 
b) Establishing a culture for learning 
c) Managing classroom procedures 
d) Managing student behavior 
3) Instruction 
a) Communication with students 
b) Using questioning and discussion techniques 
c) Engaging students in learning 
d) Using assessment in instruction 
e) Demonstrating flexibility and responsiveness 
4) Professional responsibilities 
a) Reflecting on teaching 
b) Maintaining accurate records 
c) Communicating with families 
d) Growing and developing professionally (Danielson, 2013, p. 5-59). 
These domains reveal the areas in which teachers need to be effective and where school 
principals can provide support for beginning teachers (Danielson, 2013). The roles of school 
administrators in supporting beginning teachers in planning and preparation instructional 
content, managing classroom environment, communicating instruction and feedbacks clearly and 
accurately, and professional conduct has been emphasized by Danielson (2013).      
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Summary of Chapter Two 
Teaching is stressful and some novice teachers are dissatisfied due to inability to access 
needed support programs and to effectively carry out their professional duties. Hence, the rate of 
teacher attrition is high. Schools in rural areas may suffer a higher rate of teacher attrition. The 
need to improve teacher learning, professional practices, and student learning are the major 
reasons why novice teachers need support. The strategies for supporting teachers’ professional 
practices include mentoring, professional development, professional learning communities, and 
collaborative teaching. Education leaders play a crucial role in the planning, evaluation, and 
implementation of teacher support strategies. A combination of support strategies may be 
required for effectively improving beginning teachers' practice.  
Chapter two has reviewed the relevant literature. Chapter three describes the 
methodology for this study. 
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Chapter 3: Methodology 
This chapter includes the quantitative research design, population, sampling, data 
collection instruments, methods of data collection, data analysis, and research ethics. This 
quantitative study surveyed school principals and novice teachers to investigate the challenges 
novice teachers encounter and the leadership strategies principals use to support novice teachers 
in Manitoba, Canada. The research questions that guided the study were:  
1. What challenges do beginning teachers perceive they encounter in their first years of 
teaching practice? 
2. What levels of support do beginning teachers report they receive in these challenge 
areas? 
3. What programs/strategies do beginning teachers report are available in their schools 
to support them? 
4. What support programs/strategies do beginning teachers perceive are the most 
effective in supporting them? 
5. What challenges do school principals perceive beginning teachers face? 
6. What strategies do principals report they use to support beginning teachers?  
Quantitative Research Methods 
  Research methods are the strategies use to investigate a particular phenomenon; they 
involve collecting and analyzing data (Gay et al., 2009). Quantitative research designs are 
categorized into basic and applied research (Gay et al., 2009; Johnson & Christensen, 2008; 
Lodico et al., 2006).  
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Basic Research  
Johnson and Christensen (2008) stated that basic research is usually conducted using an 
experimental method and in a controlled environment. Basic research is used to develop reliable 
fundamental knowledge and theories to enhance practice (Johnson & Christensen, 2008). 
According to Lodico et al. (2006), basic research is used to test, refine, modify, and develop 
theories. The purpose of basic research is to develop and refine existing theory (Gay et al., 2009) 
and to create fundamental knowledge and theories for understanding human and other natural 
processes (Johnson & Christensen, 2008). Basic research helps to test, refine, modify, and 
develop theories for improving professional practice (Lodico et al., 2006). 
Applied Research 
Gay et al. (2009) stated that applied research is used to validate theories and ensure 
continuous relevance of existing practice. Applied research is used for applying and testing the 
impact of existing theories and solving real educational problems (Gay et al., 2009). Applied 
research is used to study the effectiveness and impact of an existing education practice on 
teacher efficacy (Lodico et al., 2006) and to provide answers and immediate solutions to real 
world questions (Johnson & Christensen, 2008). Johnson and Christensen (2008) noted that 
applied research deals with current issues and problems facing educational system. This study, 
conducted in Manitoba, Canada, used an applied research approach to explore which aspects of 
the teacher’s role are challenging to new teachers; identify the levels of support new teachers 
receive in the areas that challenge them; determine the strategies/support programs principals use 
to support novice teachers; to identify the actual strategies/support programs available to novice 
teachers, and to ascertain the support programs/strategies new teachers perceive as effective. 
Descriptive survey design is discussed in the next section. 
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Descriptive Survey Design 
This study employed a descriptive survey design. Descriptive survey design is a blueprint 
for guiding researchers to access the most useful data through construction of an efficient 
research method (Perry & Nichole, 2015). Descriptive research is a disciplined enquiry with a 
clear process of gathering and analyzing data to develop better understanding of studied 
phenomenon (Salaria, 2012). This study measured the level of challenges facing beginning 
teachers in various areas as well as the level of support that reported they received. It explored 
the areas in which principals perceived beginning teachers required support and the availability 
and perceived effectiveness of programs/strategies put in place to support beginning teachers, 
areas where beginning teachers need support. The next section discusses the study population. 
Population 
The research population refers to the group of people from which the researcher draws 
the sample for the study (Wallen & Fraenkel, 2001). The population is the entire group of people 
to whom the findings from the study may be generalized (Wallen & Fraenkel, 2001). Wallen and 
Fraenkel (2001) stated that population can be any size and should have at least one characteristic 
that sets it aside from other populations. The population for this study consists of  
a) all beginning teachers (teachers in their first, second, and third year of teaching) 
in Manitoba, Canada. 
b) all provincial school principals in Manitoba, Canada.  
The study sample and sampling processes follow in the next section. 
Sample 
A research sample comprises subjects or participants who provide answers to research 
questions or hypotheses before drawing conclusions (Remler & Van Ryzin, 2015). Samples are a 
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subset of populations. Research samples often have similar characteristics with study population. 
Research samples are used to make inference about the study population (Wallen & Fraenkel, 
2001). The sample for this study was novice teachers with less than 3 years’ experience and 
principals in provincial schools, in Manitoba, Canada. 
Sampling Techniques 
This section discusses the process of selecting participants for the study. This study used 
purposive convenience sampling to explore challenges beginning teachers encounter and 
leadership strategies to support them. Participants were selected and invited to participate in the 
research based on the ability to meet the selection criteria (Johnson, & Christensen, 2008). 
Convenience sampling is used when it is very difficult or impossible to use random sampling 
(Wallen & Fraenkel, 2001); convenience sampling entails the use of objects, individuals, and 
events that are available to researcher (Martella et al., 2013). In purposive sampling, the 
researcher identifies the unique characteristics required in his subjects. Purposive sampling 
stresses the importance of previous knowledge when selecting research sample (Wallen & 
Fraenkel, 2001). Purposive convenience sampling lays emphasis on sample with similar 
characteristics to the entire population of the study (Perry & Nichols, 2015). This quantitative 
research used purposive convenience sampling methods (PCSM) to invite the teachers with less 
than three years’ work experience and school principals in Manitoba, Canada to participate in the 
study. 
Sampling Process 
A list of Manitoba schools and school divisions was obtained. An email was sent to all 
School Division Superintendents in all 39 school divisions in Manitoba (Appendix F) to ask for 
permission to conduct the survey in their Division. The objectives of study, copies of the teacher 
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survey and consent letter, and principal survey and consent letter were attached to the email. 
Upon receiving superintendent and Board approval, an email with study details was sent to 
school principals in the Manitoba School Divisions that had agreed to participate requesting (a) 
they complete the online survey and (b), they forward the request to participate, containing a link 
to the online survey, to all beginning teachers in their school with less than three years teaching 
experience.  
Sample Size 
The sample size is the number of individuals who participate in the study (Wallen & 
Fraenkel, 2001). The sample size for this study was dependent on a) the number of school 
divisions that gave permission for their teachers and principals to participate in the study and the 
number of teachers and principals who actually participated. The potential sample size for this 
study was an estimated number of 1500 teachers that graduated from Manitoba Education 
faculties every year for 3 years and 700 school principals. Only 11 of the 39 Manitoba school 
divisions gave permission to conduct the study. Forty-one new teacher surveys and 33 principal 
surveys were received, which gave an estimated response rate from the 11 divisions of 12% for 
new teachers and 20% for principals. Of the surveys returned 40 teacher surveys were complete 
and 32 principal surveys were complete. 
Instruments 
A questionnaire is an instrument for collecting primary data that each research participant 
completes as part of research activity (Johnson & Christensen, 2008). Johnson and Christensen 
(2008) stated that questionnaires can be used to collect useful information and measure different 
characteristics (such as beliefs, values, perceptions, personality, feelings, thoughts, behaviors and 
others) of the participants. Primary data for this study were collected using two sets of online 
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questionnaires; one questionnaire for teachers (Appendix A) and one for principals (Appendix 
B). Danielson (2013) developed an instrument for teacher evaluation and identified the four 
complex work areas of teachers’ professional practice in which teachers may need support. 
Danielson’s tool for teachers’ evaluation instrument was used to guide the development of the 
principal and teacher questionnaires for this study (See Appendix G). The four domains of 
Danielson’s teaching evaluation tool that were extracted and modified are planning and 
preparation (i.e., demonstrating knowledge of content and pedagogy, demonstrating knowledge 
of student, setting instructional outcomes, demonstrating knowledge of resources, and designing 
student assessments), classroom environment (i.e., creating an environment of respect and 
rapport, establishing a culture for learning, managing classroom procedures, managing student 
behavior, and organizing physical space), instruction (i.e., communicating with students, using 
questioning and discussion techniques, engaging students in learning, using assessment in 
instruction, and demonstrating flexibility and responsiveness), and professional responsibilities 
(i.e., reflecting on teaching, maintaining accurate records, communicating with families, 
participating in a professional community, growing and developing professionally, and showing 
professionalism). The modifications and additions to the Danielson’s teachers’ evaluation tool 
were necessary to capture the research objectives and to address the specific research questions. 
The teacher informed consent letter (Appendix C), principal informed consent letter (Appendix 
D), and letter of authorization for school superintendent (Appendix E) are included as separate 
appendixes. 
Teacher Questionnaire 
The teacher questionnaire comprised two sections. Section A requested demographic data 
from the teachers; Section B explored  four areas: the level of challenges that beginning teachers 
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face; the level of support novice teachers reported they received in these areas; the support 
programs/strategies put in place to support beginning teachers, and the support 
programs/strategies that novice teacher perceived were most effective. Section B in the teacher 
questionnaire was divided four parts. The first part (challenges) was constructed using Likert 
scales with 4 points- (4- a major challenge, 3- a moderate challenge, 2- a minor challenge, 1-not 
a challenge, and N/A not Applicable). The second part (support) used Likert scales with 4 points 
(4- high support, 3- moderate support, 2- low support, and 1- no Support, with N/A not 
applicable). Part three of beginning teacher questionnaire (support strategies/programs available) 
was constructed using Yes, No, and N/A Not applicable.  Part four (value of support 
strategies/programs) used a Likert scale with 4 points (4- very beneficial, 3- beneficial, 2- 
moderately beneficial, and 1-not beneficial with N/A not applicable). The survey contained one 
open-ended question: What other responsibilities do you find challenging? This survey took 
approximately 25-30 minutes to complete. 
Principal Questionnaire 
The principal questionnaire comprised two sections: Section A requested demographic 
data; Section B identified level of support principals perceived beginning teachers needed in the 
areas that challenged them and the support programs available to beginning teachers in their 
schools. The first part of Section B was constructed using Likert scales with 4 points: (4- a major 
challenge, 3- a moderate challenge, 2- a minor challenge, and 1- not a challenge). The second 
part of Section B asked principals to identify the strategies/programs in place to support new 
teachers (yes, no, and not applicable). The survey contained one open-ended question: In what 
other areas do novice teachers require support? This survey took approximately 15-20 minutes to 
complete. 
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Data Collection Procedure  
This section describes the processes employed for data collection. The research proposal 
was approved by Brandon University Research Ethics Committee (BUREC) on July 15th, 2019.  
After approval, 
1. An email was sent to school division superintendents asking for permission to conduct the 
survey in their district. The email included a description of the study, consent letter, and 
questionnaire.  
2. Upon approval from the superintendent, school principals and beginning teachers were 
invited to participate in the survey,  
3. An email was sent to school principals in the divisions that agreed to participate in the 
survey. The email stated that permission has been granted by division superintendent to 
participate in the survey, and requested that principals forward the request to participate 
containing a link to the online teacher survey to teachers with less than three years teaching 
experience in their school. The principals’ email comprised a consent letter (Appendix C) 
and two links. Link one - principal survey questionnaire (Appendix D) and link two - the 
teacher survey (Appendix B). 
4. Because the initial response rate was very low, an amended Ethics application was sent to 
Brandon University Research Ethics Committee (BUREC) requesting permission to invite 
participation from eligible former Brandon University Education students and graduate 
students, in an attempt to increase the number of participating beginning teachers and 
principals. Permission from BUREC to proceed was granted on 15th July, 2019. 
  43 
 
 
Consent Letter  
The consent letter outlined objectives of the study and risks involved in participating in 
the study and included the name of researcher supervisor and Brandon University contact 
address (See Appendix C). School administrators and teachers were notified that participation in 
the study was voluntary and completion of the online survey indicated their consent to 
participate. The consent letter provided clear instructions on how to participate in the Survey 
(See Appendix C). Participants were encouraged not to provide any identifiable personal 
information like their names; Participants were assured of anonymity of any information shared 
during the survey. 
Validity and Reliability 
To ensure the validity of the instrument used in this study, experts in the research field 
reviewed it before finally submitting to BUREC for approval. The project supervisor and other 
professors within the Faculty of Education, Brandon University, were consulted for approval and 
validation of the research instrument. The research instrument was administered to a small pilot 
twice to ensure it was reliable and trusted to measure what it supposed to measure.  
Data Analysis 
The quantitative data collected from this study were analyzed using descriptive and 
inferential statistics. Descriptive statistics were used to determine the mean and standard 
deviation of the Likert scale questions. Regarding research questions 1 and 2, to drill further into 
the data, data were further analyzed inferentially with regard to gender, years of teaching 
experience, school size and school location. Inferential statistics were also used to determine any 
difference in the level of teachers’ and principals’ perceptions of challenges novice teachers face. 
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Summary of Chapter Three 
This chapter has described the research methodology. It has discussed survey research 
design, re-stated the research questions, and described the study population, sample size, 
sampling procedures, data collection, data collection instruments, data collection procedures, 
validity and reliability of instrument, ethics consideration, and data analysis. Chapter Four 
analyses the data and presents and discusses the findings.  
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Chapter Four: Presentation of Results and Discussion of Findings 
This thesis explores the challenges novice teachers encounter in their first three years of 
teaching. The research questions that guide this study are: 
1. What challenges do beginning teachers perceive they encounter in their first years of 
teaching practice? 
2. What levels of support do beginning teachers report they receive in these challenge 
areas? 
3. What programs/strategies do beginning teachers report are available in their schools 
to support them? 
4. What support programs/strategies do beginning teachers perceive are the most 
effective in supporting them? 
5. What challenges do school principals perceive beginning teachers face? 
6. What programs/strategies do principals report they use to support beginning 
teachers?  
Chapter four presents the demographic data of participants and an analysis and discussion 
of the survey data collected with respect to the research questions. The data collected for this 
study were analysed using descriptive and inferential statistics. Section one details the 
demographic data and presents the findings from the Novice Teachers’ survey. Section two 
describes the demographic data and presents the findings from the Principals’ survey. 
Section One 
Section one details the demographic data of the novice teacher participants and reports 
and discusses the findings of research questions and sub-questions 1-4.  
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Demographic Data of Novice Teachers 
The demographic data collected from novice teacher survey respondents included gender, 
years of teaching experience, grades taught, school location and school size. This information is 
presented in Tables 1-5. 
Table 1 shows the gender distribution of participants. Data indicate more female 
respondents (n=31, 75.6%) than male (n=10, 24.4%). This gender distribution of this sample is 
reflective of national demographic data, which indicate a similar proportion of male to female K-
12 teachers, namely 21.2%: 78.8% (Statistics Canada, 2018).  
Table 1 Distribution of Beginning Teachers by Gender 
Gender N Percentage (%) 
Male 10 24.4 
Female 31 75.6 
Total 41 100.0 
Table 2 shows the years in the profession of the participants. Most of the respondents in 
the study had 1-2 years’ work experience (n=21, 51%), followed by beginning teachers with less 
than 3 years (n=11, 26.8%), and those with less than 1 year (n=9, 22.0%). A total of 30 
participants had less than two years’ experience and 11 had less than three years’ experience. 
Table 2 Beginning Teachers’ Years of Experience 
Years of experience Number (N) Percentage (%) 
Less than 1 year 9 22.0 
1-2 years 21 51.2 
Less than 3 years 11 26.8 
Total 41 100.0 
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Table 3 shows the grade/grades taught by participants. Some participants taught one 
grade level only:  Elementary (n=15, 36.6%), Middle (n=4, 9.8%), and Senior (n=6, 14.6%); nine 
(22%) participants taught both Elementary and Middle grades; four (9.8%) participants taught 
Middle and Senior levels, one (2.4%) participant taught Elementary and Senior, and one (2.4%) 
participant taught K-12. One participant did not respond to this question. Most participants 
(n=28, 68.4%) taught in elementary and middle grades [Elementary (n=15, 36.6%); Middle (n=4, 
9.8%), and Elementary and Middle (n=9, 22%)]. The demographics of the sample are 
representative of the population of Canadian teachers in which elementary and middle years 
teachers form 63.8% of the teaching population (Statistics Canada, 2018).  
Table 3 Grade/Grades Taught by Novice teacher Participants 
Grade/Grades taught Number (N) Percentage (%) 
Elementary 15 36.6 
Middle 4 9.8 
Senior 6 14.6 
Elementary & Middle 9 22.0 
Middle & Senior 4 9.8 
Elementary & Senior 1 2.4 
Elementary, Middle, & 
Senior 
1 2.4 
 No response 1 2.4 
Total 41 100.0 
Table 4 shows the percentage and frequency distributions of respondents by school 
location. Most of the respondents taught in rural areas (n=15, 36.5%) of Manitoba, while eight 
(19.5%), nine (22%) and nine (22%) taught in small town, suburban, and urban locations 
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respectively. Because of low response numbers, for analysis respondents were divided into two 
groups: rural/small town (n=23, 56%) and urban and suburban (n=18, 44%).    
Table 4 Beginning Teachers by School Location 
School location Number (N) Percentage (%) 
Rural (R) 15 36.5 
Small town (ST) 8 19.5 
Suburban (S) 9 22.0 
Urban (U) 9 22.0 
Total 41 100.0  
Table 5 shows the percentage and frequency distribution of respondents by school size. 
Most of the respondents taught in schools with 201-300 students (n=13, 31.7%); eleven (26.8%) 
respondents taught in schools with 101-200 students (n=11, 26.8%); nine (22%) taught in 
schools with 301-500 students; eight (19.5%) taught in schools with less than 100 students. Just 
over half of the respondents taught in schools with 201-500 students (n=22, 53.7%) compared to 
respondents from schools with less than 200 students (n=19, 46.3%). Because of low response 
numbers, for analysis, respondents were divided into two groups: schools with up to 200 students 
(n= 19, 46.3%) and schools with 201-500 students (n=22, 53.7%).  
Table 5 Distribution of Beginning Teachers by School Size 
School size N Percentage (%) 
Less than 100 students 8 19.5 
101-200 students 11 26.8 
201-300 students 13 31.7 
301-500 students 9 22.0 
Total 41 100.0 




 This section presents the analysis of the novice teacher data with respect to the research 
questions and sub-questions. Both descriptive and inferential statistics were used to analyse the 
data in this section. This section presents the findings of the following research questions:  
1. What challenges do beginning teachers perceive they encounter in their first years of 
teaching practice? 
How does the perception of challenges beginning teachers encounter vary with: 
a. Gender 
b. Years of experience  
c. School location 
d. School size 
2. What levels of support do beginning teachers report they receive in these challenge 
areas? 
How does the perception of the level of support novice teachers report they receive vary 
with: 
a. Gender 
b. Years of experience  
c. School location 
d. School size 
3. What programs/strategies do beginning teachers report are available in their schools to 
support them? 
4. What support programs/strategies do beginning teachers perceive are the most effective 
in supporting them? 
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Challenges Beginning Teachers Report they Encounter 
Teacher participants were asked to rate a series of challenges on a 4-point Likert scale 
(1= Not a challenge, 2=Minor Challenge, 3=Moderate challenge, 4= Major challenge). Table 6 
shows how novice teachers rated their level of challenge in these areas. 
Table 6 Descriptive Statistics of Challenges Facing Beginning Teachers 
Challenges 
            
N 




Planning and preparation 41 2.71 .93 
Knowledge of subject matter content 41 2.00 .87 
Teaching multi-age classrooms 41 2.29 .98 
Differentiating instruction 41 2.76 .80 
Accessing teaching resources 41 2.46 .90 
Assessing student learning 41 2.27 .78 
Maintaining a positive classroom environment 41 1.78 .82 
Building healthy relationships with students 41 1.34 .66 
Managing the behavior of students 41 2.24 .89 
Organizing the classroom 41 1.9 .889 
Instructional strategies 41 2.2 .68 
Communicating directions and procedures 
accurately to students 
41 1.76 .73 
Using questioning and discussion methods to 
improve participation 
41 1.95 .77  
Engaging students in individual and group 
activities 
41 1.98 .76 
Providing continuous feedback to students 41 2.05 .97 
Responding to students’ question 41 1.49 .60 
Working with students with IEPs 41 2.32 .93 
Maintaining accurate student records 41 2.17 .97 
Communicating student progress to their families 41 2.12 .87 
Developing collaborating relationships with 
colleagues 
41 1.73 .90 
Participating in school and district programs and 
projects 
41 1.54 .71 
Advocating for the students 41 1.8 .84 
Feelings of isolation 41 2.22 1.11 
Working with parents 41 2.12 .95 
Overall mean X̄  2.05  
Note: 1= Not a challenge, 2=Minor Challenge, 3=Moderate challenge, 4= Major challenge 
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 The areas novice teachers found most challenging were differentiating instruction (X̄= 
2.76, SD= 0.80), planning and preparation (X̄= 2.71, SD= .93), and accessing teaching 
resources (X̄= 2.46, SD= .90). Areas in which novice teachers indicated minor to moderate 
challenges were in working with students with IEPs (X̄= 2.32, SD= .93), teaching multi-age 
classrooms (X̄= 2.29, SD= .98), assessing student learning (X̄= 2.27, SD= .78), managing the 
behavior of students (X̄= 2.24, SD= .89), feelings of isolation (X̄= 2.22, SD= 1.11), (X̄= 2.27, 
SD= .78), instructional strategies (X̄= 2.20, SD= .93). Table 7 summarizes the most challenging 
areas for novice teachers. 
Table 7 Most Challenging Areas for Novice Teachers 
Challenges Mean (X̄) 
Differentiating instruction  (X̄= 2.76) 
Planning and preparation (X̄= 2.71) 
Accessing teaching resources (X̄= 2.46) 
Working with students with IEPs  (X̄= 2.32) 
Assessing student learning (X̄= 2.27) 
The areas least challenging for novice teachers were building healthy relationships with 
students (X̄= 1.34, SD= .66) and responding to students’ question (X̄= 1.49, SD= .89).  
The overall mean score for all challenges was 2.05, indicating as whole that novice 
teachers in this study perceived the challenges to be minor to moderate.  Some of the areas that 
participants in this study found most challenging are also echoed in previous research. 
Participants’ comments from the survey are included in the analysis that follows.  
Differentiating Instruction. Beginning teachers in this study identified differentiating 
instruction as challenging. This finding agrees with previous research (for example, Froese-
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Germain, 2010; Khambatta, 2012; Sindhi & Sheh, 2013) who observed that most novice teachers 
lack the required skills for providing differentiated instruction to students with varying needs and 
abilities. 
 Planning and Preparation. Novice teachers in this study identified planning and 
preparation as a moderate challenge. Many new teachers find planning and preparation difficult, 
particularly if they are given workloads that are similar to or more than that of the most 
experienced colleagues. Participants in this study noted that one of the greatest challenges was 
time management and fitting a plethora of tasks into an already full schedule. They provided 
examples such as administrative work, report cards, creating online content and extracurricular 
activities that they were often expected to help with.  One respondent noted “lots of expectations 
and not enough time.” Others commented on juggling familial responsibilities and the need for 
balancing outside interests with work: 
 “Managing family time (small children at home) and getting marking, report card 
writing, and planning done to the full potential [is difficult].”  
“Having time or making time to have a social life outside of work.   
“At times it feels like there are not enough hours in a day to successfully mark and plan 
fun and engaging lessons.”   
 
Teachers’ workload is a global challenge that exists in many countries such as United, 
State, United Kingdom, New Zealand, Hong Kong, and Sweden (Froese-Germain, 2014,).  
Indeed, Froese-Germain (2014) noted that teachers in Canada, work 10 to 20 hours per week 
over their regular hours. Lesson planning and preparation may suffer when new teachers are 
given too high a workload.  While workload was not an area that this study explored and is an 
area for further research, it was evident that novice teachers in this study found time for planning 
and preparation to be a moderate challenge.  
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Working with Students with IEPs. Classrooms are increasingly diverse and populated 
with students with differing needs. While IEPS are designed to provide a roadmap for 
educational success for students with special needs, they are not static. They are regularly 
updated and ever evolving and change with the students’ needs: One participant commented, “it 
is challenging navigating continually changing IEPs to best support students with limited 
resources”. Another teacher noted the amount of time required to work with specialists to meet 
the needs of students in diverse classrooms.   
A significant part of my day is spent dealing with specialists about students and 
programming in my classroom. IEP's, BIP's to learn, and have to meet with OT's, PT's, 
SLP's and making sure these students are included in a multi-age classroom of 25 
students.    
Another teacher described the need for a deeper grounding in working with students with 
special needs. We need:  
More education regarding how to be effective teachers with a variety of student needs 
such as Autism, ADHD, EAL students in the mainstream classroom… Above all - 
practical workshops that are led by professionals who live and breathe in a classroom and 
have a current understanding of the students we experience in 2020. 
 In other words, professional development needs to be relevant and up-to date and 
conducted by experts with experience and practical knowledge.  
Accessing Teaching Resources. Similar to the findings of a previous Ontario study 
(McDougall & Fantilli, 2009), novice teachers in this study perceived it difficult to access 
teaching resources. As Hala (2012), noted the responsibilities and workloads of teachers are 
increasing without a subsequent increase in teaching resources and professional development 
  54 
 
 
programs. Because this study was quantitative in focus and used survey research, the opportunity 
to identify specific resources that were lacking was not available. 
Gender and Challenges 
 A t-test (two sample assuming equal variances) was conducted to establish if significant 
differences existed by gender on how novice teachers view the challenges (Table 8).  












Planning and preparation 2.90(0.87) 2.64(0.95) 0.75 0.45 
Knowledge of subject matter content 2.30(0.95) 1.90(0.83) 1.27 0.21 
Teaching multi-age classrooms 2.10(0.87) 2.35(1.02) 0.71 0.48 
Differentiating instruction 3.20(0.88) 2.61(0.76) 2.104 0.04* 
Accessing teaching resources 2.30(0.67) 2.52(0.96) -0.66 0.52 
Assessing student learning 2.20(0.63) 2.29(0.74) -0.35 0.73 
Maintaining a positive classroom environment 1.70(0.67) 1.81(0.87) -0.35 0.72 
Building healthy relationships with students 1.20(0.42) 1.39(0.72) -0.78 0.44 
Managing the behavior of students 2.20(0.92) 2.25(0.89) -0.18 0.86 
Organizing the classroom 2.26(0.84) 1.68(0.79) 3.16 0.03* 
Instructional strategies 2.20(0.63) 2.19(0.70) 0.03 0.98 
Communicating directions and procedures 
accurately to students 
1.07(0.74) 1.71(0.74) 0.71 0.48 
Using questioning and discussion methods to 
improve participation 
1.70(0.48) 2.03(0.84) -1.19 0.24 
Engaging students in individual and group activities 1.80(0.42) 2.03(0.84) -0.84 0.40 
Providing continuous feedback to students 2.20(0.92) 2.00(1.00) 0.56 0.60 
Responding to students’ questions 1.70(0.67) 1.42(0.56) 1.13 0.20 
Working with students with IEPs 2.60(0.97) 2.23(0.92) 1.11 0.28 
Maintaining accurate student records 2.10(0.74) 2.19(1.05) -0.26 0.80 
Communicating student progress to their families 2.40(0.84) 2.03(0.87) 1.17 0.25 
Developing collaborating relationships with 
colleagues 
1.70(0.82) 1.74(0.92) -0.13 0.89 
Participating in school and district programs and 
projects 
1.90(0.88) 1.42(0.62) 1.92 0.06 
Advocating for the students 1.80(0.92) 1.81(0.83) -0.02 0.98 
Feelings of isolation 2.20(1.32) 2.23(1.06) -0.63 0.95 
Working with parents 2.24(0.84) 2.03(0.98) 1.06 0.30 
Overall mean X̄ 2.08 2.02   
Note: 1= Not a challenge, 2=Minor Challenge, 3=Moderate challenge, 4= Major challenge.  
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*Indicates significant difference (p< .05) 
While the overall means for all challenge areas were similar for males (2.08) and females 
(2.02), some differences in specific areas were observed. Noting the low sample size, mean 
differences were significant (p<.05) in only two categories, differentiating instruction (F=2.61, 
M=3.20), and organizing the classroom (F=1.68, M=2.26). Male teachers found these areas to be 
a greater challenge than females. One other challenge that males rated more highly than females, 
and that approached significance (p <.06), was participating in school and district programs and 
projects (F=1.90, M=1.42); it must be noted, however, that this area was one that both genders 
considered to be less of a challenge. In several other cases, male teachers rated challenges more 
highly than their female colleagues, and to lesser extent, female teachers rated some categories 
more challenging than their male colleagues.  Male participants rated the following areas more 
highly than females - working with students with IEPs (F = 2.23, M= 2.60), knowledge of subject 
matter content (F = 1.90, M= 2.30), organizing the classroom (F = 1.86, M= 2.26), 
communicating student progress to their families (F = 2.03, M= 2.40), and working with parents 
(F = 2.03, M= 2.24). Challenges that females rated more highly than males were teaching multi-
age classrooms (F=2.35, M=2.10), and accessing teaching resources (F=2.52, M=2.30).  
The most challenging areas males and female novice teachers identified are listed in Table 9. 
Table 9 The Most Challenging Areas by Gender 
Males (X̄) Females (X̄) 
Differentiating instruction (X̄= 3.20) Planning and preparation (X̄= 2.64) 
Planning and preparation (X̄= 2.90) Differentiating instruction (X̄= 2.61) 
Working with students with IEPs (X̄= 2.60) Accessing teaching resources (X̄= 2.52) 
Communicating student progress to parents (X̄= 2.40) Accessing student learning (X̄= 2.29) 
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 Both male and female novice teachers identified differentiating instruction and planning 
and preparation as the top two areas of challenge. Males also identified working with students 
with IEPs and communicating student progress to families in the top areas of challenge, whereas 
within the top areas of challenge for female teachers were accessing teaching resources and 
assessing student learning. The literature is sparse and inconsistent regarding gender differences 
in how novice teachers perceive the specific challenges they face in their new roles. However, a 
few studies explored gender and areas of strength or weakness. For example, Nejati et al. (2014) 
reported that female teachers were stronger in instructional strategies. However, in this study, 
both genders identified differentiating instruction among their top challenges, but, in agreement 
with Nejati et al., male teachers identified this challenge as significantly greater than their female 
colleagues. The literature was silent regarding gender and planning and preparation, an area that 
challenged both genders.  Shaukat et al. (2013) observed that female teachers perceived greater 
efficacy in implementing inclusive instruction than their male colleagues, which resonates with 
findings of this study in which male novice teachers reported greater challenges in working with 
students with IEPs. Finally, concerning classroom management and student behavior, while 
Emam and Al-Mahdy (2019) reported that female teachers had higher levels of self-efficacy in 
managing students who displayed disruptive behaviour than their male colleagues, Klassen and 
Chiu (2010) found the opposite. In this study, however, although managing student behaviour 
was perceived as a moderate challenge, there was little difference between the genders. Clearly 
more research on gender and the challenges novice teachers face is required. 
School Location and Challenges 
 A t-test (two sample assuming equal variances) was conducted to establish if significant 
differences with regards to school location existed in how novice teachers rated the challenges 
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(Table 10). Participants were divided into two groups, rural/small town (R/ST) and 
urban/suburban (U/S). 
Table 10 Challenges Facing Beginning Teachers by School Location 
Challenges 
R/ST 







Planning and preparation 2.70(0.88) 2.72(1.02) -0.09 0.92 
Knowledge of subject matter content 2.13(0.75) 1.83(0.99) 1.09 0.28 
Teaching multi-age classrooms 2.43(0.90) 2.11(1.08) 1.05 0.30 
Differentiating instruction 2.74(0.81) 2.78(0.81) -0.15 0.88 
Accessing teaching resources 2.48(0.99) 2.44(0.78) 0.12 0.91 
Assessing student learning 2.22(0.67) 2.33(0.77) -0.52 0.61 
Maintaining a positive classroom environment 1.83(0.89) 1.72(0.75) 0.40 0.69 
Building healthy relationships with students 1.30(0.70) 1.39(0.61) -0.40 0.69 
Managing the behavior of students 2.22(0.85) 2.28(0.96) -0.21 0.83 
Organizing the classroom 1.87(0.92) 1.94(0.87) -0.27 0.79 
Instructional strategies 2.30(0.63) 2.06(0.73) 1.17 0.25 
Communicating directions and procedures 
accurately to students 
1.87(0.76) 1.61(0.70) 1.12 0.27 
Using questioning and discussion methods to 
improve participation 
2.10(0.78) 1.67(0.68) 2.18 0.03* 
Engaging students in individual and group 
activities 
2.13(0.81) 1.78(0.65) 1.50 0.14 
Providing continuous feedback to students 2.00(0.95) 2.11(1.02) -0.36 0.72 
Responding to students’ questions 1.57(0.66) 1.39(0.50) 0.94 0.35 
Working with students with IEPs 2.26(1.05) 2.39(0.78) -0.43 0.67 
Maintaining accurate student records 2.35(1.03) 1.94(0.87) 1.33 0.19 
Communicating student progress to their 
families 
2.35(0.98) 1.83(0.62) 1.94 0.06 
Developing collaborating relationships with 
colleagues 
1.96(1.02) 2.33(1.03) 1.87 0.07 
Participating in school and district programs 
and projects 
1.70(0.82) 1.33(0.49) 1.66 0.11 
Advocating for the students 2.04(0.93) 1.50(0.62) 2.14 0.03* 
Feelings of isolation 2.39(1.16) 2.00(1.03) 1.13 0.26 
Working with parents 2.26(1.05) 1.94(0.80) 1.06 0.30 
Overall Mean X̄ 2.13 1.98   
Note: 1= Not a challenge, 2=Minor Challenge, 3=Moderate challenge, 4= Major challenge 
* Significant p<0.05  
Beginning teachers in rural/small town locations perceived the following areas 
significantly (p<.05) more challenging than teachers in urban/suburban areas - using questioning 
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and discussion methods to improve participation (p= 0.03) and advocating for the students (p= 
0.03).  
Although other differences were not significant, compared to their urban/suburban 
colleagues, novice teachers in rural/small town areas rated several areas more challenging than 
their urban colleagues: teaching multi-age classroom (R/ST= 2.43, U/S=2.11), maintaining 
accurate student records (R/ST= 2.35, U/S=1.94), communicating student progress to their 
families (R/ST= 2.35, U/S=1.83), instructional strategies (R/ST= 2.30, U/S=2.06), feelings of 
isolation (R/ST= 2.39, U/S= 2.00), and working with parents (R/ST= 2.26, U/S=1.94). The only 
challenges that novice teachers in the urban and suburban areas rated higher than their 
rural/small town colleagues were working with students with IEPs (R/ST= 2.26, U/S=2.39), 
accessing student learning (R/ST= 2.22, U/S=2.33), and developing collaborating relationships 
with colleagues (R/ST= 1.96, U/S=2.33). The overall mean score for perception of challenges 
was greater for beginning teachers in rural/small town areas (X̄ = 2.13) than that of colleagues in 
urban/suburban areas (X̄ = 1.98). Hence, in this study, teachers in the rural/small town areas 
perceived the overall severity of the challenges they face to a greater extent than their colleagues 
in urban/suburban areas. Table 11 depicts the areas of greatest challenge for novice teachers in 
rural/ small town and urban/suburban areas. 
Table 11 The Most Challenging Areas and School Location 
Rural/small town (X̄) Urban/suburban (X̄) 
Differentiating instruction (X̄= 2.74) 
Planning and preparation (X̄= 2.70) 
Differentiating instruction (X̄= 2.78) 
Planning and preparation (X̄= 2.72) 
Accessing teaching resources (X̄= 2.48) Accessing teaching resources (X̄= 2.44) 
Teaching multi-age classrooms (X̄= 2.48) Working with students with IEPs (X̄= 2.39) 
Feelings of isolation (X̄= 2.39) Assessing student learning (X̄= 2.39) 
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The three greatest challenges identified were common across school location: 
differentiating instruction, planning and preparation, and accessing teaching resources. 
Interestingly, but not unexpectedly, novice teachers in rural/small town locations perceived 
isolation as one of their greatest challenges. This finding resonates with Sindberg’s (2011) study, 
which noted teachers in rural areas who teach specialized subjects are isolated from colleagues 
and unable to attend professional development programs due to strict work-schedule. The fact 
that schools in rural areas tend to have lower student populations and thus more shared grade 
classrooms may explain why novice teachers in these locations identified multi-age classrooms 
as a main challenge. These challenges add to the difficulty rural areas in Manitoba have in 
recruiting and retaining teachers. As Kitchenham and Chasteauneuf (2010) observed teacher 
attrition is higher in rural areas and communities where teachers do not have access to 
professional development, mentoring, and financial incentives. Brown and Wynn (2009) 
confirmed that schools in small towns that lack essential support and are less able to retain 
teachers.  
Teaching Experience and Challenges  
 A t-test (two sample assuming equal variances) was conducted to establish if significant 
differences existed between novice teachers with less than two years of teaching experience and 
those with two to three years of experience (Table 12).   
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Table 12 Challenges Facing Beginning Teachers by Teaching Experience 
Challenges 
< 2 years 
X̄(SD) 
N=30 







Planning and preparation 2.83(0.79) 2.36(1.21) 1.46 0.15 
Knowledge of subject matter content 2.07(0.83) 1.82(0.98) 0.81 0.42 
Teaching multi-age classrooms 2.40(0.93) 2.00(1.10) 1.16 0.25 
Differentiating instruction 2.73(0.86) 2.82(0.69) -0.29 0.77 
Accessing teaching resources 2.50(0.90) 2.36(0.92) 0.43 0.67 
Assessing student learning 2.33(0.71) 2.09(0.70) 0.97 0.34 
Maintaining a positive classroom environment 1.87(0.86) 1.55(0.69) 0.11 0.27 
Building healthy relationships with students 1.30(0.65) 1.45(0.69) -0.66 0.51 
Managing the behavior of students 2.20(0.81) 2.36(1.12) -0.52 0.61 
Organizing the classroom 1.97(0.93) 1.73(0.79) 0.76 0.45 
Instructional strategies 2.27(0.580) 2.00(0.89) 1.12 0.27 
Communicating directions and procedures 
accurately to students 
1.83(0.75) 1.55(0.69) 1.12 0.27 
Using questioning and discussion methods to 
improve participation 
2.00(0.72) 1.81(0.87) 0.66 0.51 
Engaging students in individual and group 
activities 
2.00(0.74) 1.91(0.83) 0.34 0.74 
Providing continuous feedback to students 1.97(0.89) 2.27(1.19) -0.89 0.38 
Responding to students’ questions 1.56(0.63) 1.27(0.47) 1.42 0.17 
Working with students with IEPs 2.20(1.03) 2.64(0.50) -1.34 0.19 
Maintaining accurate student records 2.20(0.96) 2.09(1.04) 0.32 0.76 
Communicating student progress to their 
families 
2.17(0.83) 2.00(1.00) 0.54 0.59 
Developing collaborating relationships with 
colleagues 
1.83(0.87) 1.45(0.93) 1.21 0.24 
Participating in school and district programs 
and projects 
1.57(0.73) 1.45(0.69) 0.44 0.66 
Advocating for the students 1.90(0.88) 1.55(0.69) 1.20 0.24 
Feelings of isolation 2.50(0.92) 1.11(1.08) 2.92 0.01** 
Working with parents 2.10(0.92) 2.18(1.08) -0.24 0.81 
Overall mean X̄ 2.09 1.92   
Note: 1= Not a challenge, 2=Minor Challenge, 3=Moderate challenge, 4= Major challenge 
* Significant at p<.05; ** Significant at p<.01 
 Although, some differences existed in the mean scores of novice teachers by years of 
teaching experience, only one of the differences - feelings of isolation (p< 0.01) was significant. 
In this study, teachers with less than 2 years’ experience feel more isolated than their colleagues 
with less than 3 years’ experience. This finding agrees with Rice (2010) who noted that 
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experience matters and helps to reduce teacher professional challenges. Teachers with less years 
of experience may feel unsupported and isolated in an unwelcoming school environment (Rice, 
2010). Also supporting this finding is Sindberg (2011), who documented that new teachers who 
teach specialized subjects may be isolated from colleagues and unable to attend professional 
development programs due to strict work schedules.  Teachers with less than two years’ 
experience perceived greater challenges in  the following areas: planning and preparation (< 2 
years= 2.83, < 3 years= 2.36), teaching multi-age classrooms (< 2 years= 2.40, < 3 years= 2.00), 
accessing teaching resources (< 2 years= 2.50, < 3 years= 2.36), assessing student learning (< 2 
years= 2.50, < 3 years= 2.36), instructional strategies (< 2 years= 2.50, < 3 years= 2.36), 
maintaining accurate student records (< 2 years= 2.20, < 3 years= 2.09), and  advocating for the 
students (< 2 years= 2.31, < 3 years= 2.00). 
 It was interesting to note that novice teachers with greater experience (two-three years) 
perceived certain areas more challenging than those with less than two years’ experience. For 
example, differentiating instruction (< 2 years= 2.21, < 3 years= 2.45), managing the behavior of 
students (< 2 years= 2.20, < 3 years= 2.36), providing continuous feedback to students (< 2 
years= 1.97, < 3 years= 2.27), working with students with IEPs (< 2 years= 2.20, < 3 years= 
2.64). Overall, however, teachers with less teaching experience perceived challenges to a greater 
extent than their colleagues with more experience (< two years’ experience X̄= 2.09; < three 
years 1.92). Table 13 shows the areas that novice teachers found most challenging compared to 
years’ teaching. 
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Table 13 Most Challenging Areas and Years of Teaching Experience 
< 2 years experience (X̄) 2-3 years experience (X̄) 
Planning and preparation (X̄= 2.83) Differentiating instruction (X̄= 2.82)  
Differentiating instruction (X̄= 2.73) Working with students with IEPs (X̄= 2.64) 
Accessing teaching resources (X̄= 2.50)  Accessing teaching resources (X̄= 2.36) 
Feelings of isolation (X̄= 2.50) Student behaviour management (X̄= 2.36) 
Teaching multi-age classrooms (X̄= 2.40) Providing feedback to students (X̄= 2.27) 
 Differentiating instruction was a major challenge for all the novice teachers in this study, 
and indeed was perceived to be slightly more challenging to teachers with more experience. It 
may be as teachers gain experience that they can more readily identify those students for whom 
instruction requires differentiation and this adds to their workload. Planning and preparation and 
accessing teaching resources were perceived as more challenging by the less experienced (<two 
years) novice teachers in this study but were not in the highest bracket for teachers with two-
three years’ experience. It may be expected that novice teachers’ perceptions of the level of 
challenge would decrease with years of experience, and indeed findings from previous research 
indicate self-efficacy increases with years of teaching. For example, Klassen and Chiu (2010) 
noted a steady increase from one year to 25 years teaching experience in teacher self-efficacy in 
teaching strategies, classroom management, and student engagement with years of teaching. 
However, in this study, teachers with more experience indicated differentiating instruction, 
working with students with IEPs, and classroom management to be more challenging. Thus, 
although teachers’ perceptions of their expertise in these areas may increase with experience, 
their growth may not be as regular as the smooth curve Klassen and Chiu (2010) depict. Given 
  63 
 
 
the small sample size in this study, results must be viewed with caution and further research is 
needed. 
It is well documented that teachers leave the profession at the highest rate during their 
first five years in the profession (Helms-Lorenz, et al., 2013). Previous research indicates that 
beginning teachers are less effective than more-seasoned colleagues and often feel stressed and 
less prepared with the strategies and skills to deal with professional challenges. Experience 
matters and helps to reduce teacher professional challenges (Klassen & Chiu, 2010; Rice 2010).  
The original intent was to analyse the data from three experience groups (<1 year; <2 
years, and <3 years), but, as previously noted, the sample size was small with insufficient 
numbers to separate out the first two years. Though only one significant difference was observed 
by years of experience in this study, there is a need for further research with a larger sample size 
into the impact of experience on the perception of challenge areas. For example, a study 
comparing the perception of challenges between teachers with less than three years and those 
with more experience may provide a clearer picture of the specific areas in which experience 
mitigates the perception of challenges and highlight areas for differentiated PD. 
School Size and Challenges 
 A t-test (two sample assuming equal variances) was conducted to establish if significant 
differences existed in how novice teachers rated the challenges by school size (Table 14). 
Responses from participants in schools with <200 students were compared to those from schools 
with 201-500 students. None of the participants taught in schools with more than 500 students.  
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Planning and Preparation 2.37(0.83) 3.00(0.93) -2.28 0.02* 
Knowledge of subject matter content 2.00(0.82) 2.00(0.93) 0.001 1.00 
Teaching multi-age classrooms 2.32(0.88) 2.27(1.08) 0.14 0.89 
Differentiating instruction 2.53(0.77) 3.01(0.79) -1.75 0.08 
Accessing teaching resources 2.42(0.84) 2.50(0.96) -0.28 0.78 
Assessing student learning 2.16(0.60) 2.36(0.79) 0.93 0.36 
Maintaining a positive classroom environment 1.68(0.82) 1.86(0.83) -0.69 0.49 
Building healthy relationships with students 1.16(0.38) 1.50(0.80) -1.70 0.09 
Managing the behavior of students 2.16(0.83) 2.31(0.95) -0. 57 0.57 
Organizing the classroom 1.79(0.79) 2.00(0.98) 0.75 0.45 
Instructional strategies 2.27(0.65) 2.13(0.71) 0.59 0.55 
Communicating directions and procedures 
accurately to students 
1.79(0.79) 1.73(0.70) 0.26 0.79 
Using questioning and discussion methods to 
improve participation 
2.05(0.71) 1.86(0.83) 0.77 0.44 
Engaging students in individual and group 
activities 
1.84(0.60) 2.09(0.87) -1.05 0.30 
Providing continuous feedback to students 1.89(0.74) 2.18(1.13) -0.94 0.35 
Responding to students’ questions 1.37(0.60) 1.59(0.59) -1.19 0.23 
Working with students with IEPs 2.26(0.99) 2.36(0.90) -0.34 0.74 
Maintaining accurate student records 2.37(1.07) 2.00(0.87) 1.21 0.23 
Communicating student progress to their 
families 
2.16(0.95) 2.09(0.81) 0.24 0.81 
Developing collaborating relationships with 
colleagues 
2.05(1.08) 1.45(0.60) 2.23 0.03* 
Participating in school and district programs and 
projects 
1.63(0.76) 1.45(0.67) 0.79 0.43 
Advocating for the students 1.84(0.76) 1.77(0.92) 0.26 0.79 
Feelings of isolation 2.42(1.12) 2.04(1.09) 1.09 0.28 
Working with parents 2.21(0.97) 2.04(0.95) 0.54 0.58 
Overall mean X̄ 2.03 2.07   
Note: 1= Not a challenge, 2=Minor Challenge, 3=Moderate challenge, 4= Major challenge 
*Significant p<.05) 
          Two significant (p<.05) differences were evident in the challenges facing novice teachers 
when compared to school size, namely planning and preparation (p= 0.02) and developing 
collaborative relationships with colleagues (p= 0.03). Teachers in schools with over 200 students 
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found planning and preparation a greater challenge than their colleagues in smaller schools. 
Although, there is nothing in the literature to suggest a reason, it may be that class sizes are 
smaller in small schools, which makes planning less time-consuming and with fewer 
assignments to grade. Teachers in smaller schools, however, found isolation to be a greater 
challenge than those who taught in schools with over 200 students. Smaller schools have lower 
numbers of teachers than larger ones; hence, particularly in subject specific areas, few colleagues 
exist. Other differences did occur but were not significant.  Novice teachers in schools with a 
student population of less than 200 found instructional strategies (<200 = X̄ 2.27, >200-500 = X̄ 
2.13), maintaining accurate student records (<200 = X̄ 2.37, >200-500 = X̄ = 2.00), developing 
collaborative relationships with colleagues (<200 = X̄ 2.05, >200-500 = X̄ 1.45), and feelings of 
isolation (<200 = X̄ 2.42, >200-500 = X̄ 2.04) more challenging when compared to novice 
teachers from schools with a 201-500  student population. Novice teachers from schools with a 
population of 201-500 students rated planning and preparation (<200 = X̄ 3.00, >200-500 = X̄ 
2.37), differentiating instruction (<200 = X̄ 2.53, >200-500 = X̄ 3.01), assessing student learning 
(<200 = X̄ 2.16, >200-500 = X̄ 2.36), managing the behavior of students (<200 = X̄ 1.97, >200-
500 = X̄ 2.27), and working with students with IEPs (<200 = X̄ 2.26, >200-500 = X̄ 2.36) more 
challenging than their colleagues in smaller schools. The overall mean scores with regard to 
challenges novice teachers encounter in schools with less then 200 students was (X̄= 2.03) and 
schools with 201-500 students (X̄= 2.07) were very similar. Table 15 shows the areas of most 
challenge compared to school size. 
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Table 15 Most Challenging Areas and School Size 
<200 students (X̄) >200-500 students (X̄) 
Differentiating instruction (X̄= 2.53)  Differentiated instruction (X̄= 3.01)  
Feelings of isolation (X̄= 2.42) Planning and preparation (X̄= 3.00) 
Accessing teaching resources (X̄= 2.42) Accessing teaching resources (X̄= 2.50) 
Maintaining accurate student records (X̄= 2.37) Assessing student learning (X̄= 2.36)  
Planning and Preparation (X̄= 2.37) Working with students with IEPs (X̄= 2.36)  
Overall, the most challenging areas for novice teachers were similar based on school size. 
Novice teachers in schools with a larger population of students may have more students with 
special needs and larger class sizes, which may explain in part why they rated differentiating 
instruction, working with students with IEPs, and planning and preparation, assessing student 
learning, and accessing teaching resources higher their colleagues in smaller schools. Findings 
from this study indicate that while overall, teachers in smaller schools rated feelings of isolation, 
maintaining accurate student records, developing relationships with colleagues slightly higher 
than their colleagues in larger schools, the other areas of challenge are similar. However, it must 
be noted that none of the teachers in this study’s sample were employed in schools with more 
than 500 students and so it could be argued that the comparison here is between small and 
medium-sized schools as none of the participants taught in large schools.  
Support Programs Available to Beginning Teachers 
 Beginning teachers were asked what support programs were available in their schools. 
Table 22 shows the number (n) and percentage (%) on the support programs available to 
beginning teachers.  
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Table 16 Support Programs Available to Beginning Teachers 




An induction program for new teachers 13(31.7) 27(65.9) 
A mentorship program for new teachers 16(39.0) 24(58.5) 
Profession development for new teachers 24(58.5) 16(39.0) 
Professional learning community/communities 28(68.3) 12(29.3) 
Collaborative/co-teaching teaching opportunities 26(63.4) 14(34.1) 
The findings reveal that professional learning community/communities (68.3%), 
collaborative/co-teaching teaching opportunities (63.4%), and professional development (58.5%) 
were the most common support programs available to the beginning teachers who participated in 
the study. Mentoring (39%) and induction (31.7%) programs were less available for new 
teachers in this study despite their importance noted in the literature (Darling-Hammond, 2013; 
Wynn, et al., 2007;). As Melnick and Meister (2008) observed, when mentoring is available to 
beginning teachers, they are better equipped to effectively carryout their professional duties.  
Similarly, Helms-Lorenz et al. (2013) confirmed that sensibly developed and managed induction 
programs create a favorable environment for novice teachers to successfully operate and improve 
their self-efficacy.  
While professional development (58.5%) for novice teachers was more common for 
participants in this study, participants echoed findings from the literature (Darling-Hammond, 
2013) that demonstrate that professional development must have relevance. For example, one 
participant noted the need for professional development that is conducted by experienced 
professionals: “practical workshops that are led by professionals who live and breathe in a 
classroom and have a current understanding of the students we experience in 2020.” Others 
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suggested that more direct and scheduled support was required, in particular when working with 
students with special needs such as autism, attention deficit hyperactivity disorder (ADHD), 
English as additional language (EAL), and behaviour disorders, who are included in the regular 
classroom. Moreover, novice teachers noted that if they required help with student behaviours in 
the classroom, it should not be viewed as a weakness by school administration. 
Support Provided to Beginning Teachers 
Table 17 Support Received by Novice Teachers 
 
 N Mean(X̄ ) 
 Std. 
Deviation(SD) 
Planning and preparation 40 2.45 .88 
Knowledge of subject matter content 40 2.28 .88 
Teaching multi-age classrooms 40 1.93 .83 
Differentiating instruction 40 2.28 .82 
Accessing teaching resources 40 2.60 .84 
Assessing student learning 40 2.43 .87 
Maintaining a positive classroom environment 40 2.30 .97 
Building healthy relationships with students 40 2.23 1.03 
Managing the behavior of students 40 2.45 .90 
Organizing the classroom 40 1.68 .86 
Instructional strategies 40 2.38 .93 
Communicating directions and procedures 
accurately to students 
40 2.30 .94 
Using questioning and discussion methods to 
improve participation 
40 2.05 .99 
Engaging students in individual and group activities 40 2.28 .96 
Providing continuous feedback to students 40 2.15 .92 
Responding to students’ questions 40 2.23 .92 
Working with students with IEPs 40 2.45 1.03 
Maintaining accurate student records 40 2.03 .86 
Communicating student progress to their families 40 2.20 .99 
Developing collaborative relationships with 
colleagues 
40 2.50 1.06 
Participating in school and district programs and 
projects 
40 2.30 .97 
Advocating for the students 40 2.23 .92 
Feelings of isolation 40 2.08 1.07 
Working with parents 40 2.15 .92 
Overall mean X̄  2.25  
Note: 1-No support; 2-Low support; 3-Moderate support; 4- High support. 
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 Novice teachers were asked to rate the areas in which their principals provided support on 
a 4-point Likert scale (1= No Support, 2=Minor Support, 3=Moderate Support, 4= Major 
Support). Table 16 shows the levels of support beginning teachers reported they received (Table 
16).  
 The areas in which beginning teachers reported they received most support were: 
accessing teaching resources (X̄ = 2.60), developing collaborative relationships with colleagues 
(X̄ = 2.50), planning and preparation (X̄ = 2.45), managing the behavior of students (X̄ = 2.45), 
working with students with IEPs (X̄ = 2.45), and assessing student learning (X̄ = 2.42. Averaged 
over all areas, beginning teachers reported they received low to moderate support (X̄ = 2.25). 
When the areas in which novice teachers indicate they receive the greatest support are compared 
to the areas they found most challenging, it is interesting to note some similarities yet some 
differences. Table 17 compares the areas of greatest challenge to the areas of greatest support. 
Table 18 Most Challenging Areas and Most supported Areas 
Most challenging areas (X̄) Most supported areas (X̄) 
Differentiating instruction (X̄= 2.76) Accessing teaching resources (X̄= 2.60) 
Planning and preparation (X̄= 2.71) Developing collaborative relationships (X̄= 2.50) 
Accessing teaching resources (X̄= 2.46) Planning and preparation (X̄= 2.45) 
Working with students with IEPs (X̄= 2.32) Working with students with IEPs (X̄= 2.45) 
Assessing student learning (X̄= 2.27) Behaviour management (X̄= 2.45) 
 Differentiating instruction was the area of greatest challenge that novice teachers 
identified, and yet it was not one of the areas they reported as most supported. Accessing 
teaching resources, planning and preparation, and working with students with IEPs were areas 
in which novice teachers felt most supported, but still perceived as challenges, indicating a need 
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for more support in these areas. Findings indicate support in behaviour management, and 
developing collaborative relationships with colleagues may have been effective as these were 
not areas novice teachers reported were of greatest challenge.  
 Previous studies revealed that teachers need improved administrative support in 
relationship building, sharing professional practice, evidence-based practice, manageable 
classroom management and communication skills (Brown & Wynn, 2009; Confait, 2015; 
McDougall & Fantili, 2009). Findings of this study, however, indicate new teachers perceive 
they receive low levels of support in the areas they perceive as most challenging, differentiating 
instruction.  Support is a key component in retaining teachers. Novice teachers feel unprepared to 
execute their professional responsibilities when they are not adequately supported (Albright et al. 
2017). According to Helms-Lorenz et al. (2018) stress arising from inability to meet their 
professional responsibilities are reasons for new teacher attrition. Therefore, it is important for 
school administrators first to identify the areas that most challenge their beginning teachers and 
second, to provide targeted support in these areas.  
Gender and Support. A t-test (two sample assuming equal variances) was conducted to 
establish if significant differences existed in the support novice teachers reported they received 
from principals based on gender (Table 18).  
A significant difference (p<0.05) existed in the mean scores of male and female novice teachers 
on the support they reported they received in maintaining a positive classroom environment. 
Female teachers perceived they received greater support in this area than did their male 
counterparts. Although not significant, other differences were noted in the mean scores for 
support between male and female beginning teachers.  
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Table 19 Principal Support Provided to Beginning Teachers by Gender 










Planning and preparation 2.20(0.79) 2.53(0.90) -1.04 0.30 
Knowledge of subject matter content 2.30(0.95) 2.27(0.87) 0.10 0.91 
Teaching multi-age classrooms 1.80(1.03) 1.97(0.76) -0.55 0.58 
Differentiating instruction 2.10(0.74) 2.33(0.84) -0.78 0.44 
Accessing teaching resources 2.40(0.70) 2.67(0.88) -0.87 0.39 
Assessing student learning 2.50(0.53) 2.40(0.97) 0.31 0.75 
Maintaining a positive classroom environment 1.50(0.97) 2.57(0.82) -3.41 0.02* 
Building healthy relationships with students 1.70(0.95) 2.40(1.00) -1.94 0.06 
Managing the behavior of students 2.00(0.82) 2.60(0.89) -1.87 0.06 
Organizing the classroom 1.50(0.53) 1.73(0.94) -0.74 0.46 
Instructional strategies 2.40(0.84) 2.37(0.96) 0.10 0.92 
Communicating directions and procedures 
accurately to students 
2.50(0.85) 2.23(0.97) 0.77 0.44 
Using questioning and discussion methods to 
improve participation 
2.00(1.05) 2.07(0.98) -0.18 0.85 
Engaging students in individual and group 
activities 
1.80(0.92) 2.43(0.94) -1.86 0.07 
Providing continuous feedback to students 1.80(0.63) 2.26(0.98) -1.40 0.16 
Responding to students’ questions 2.20(0.79) 2.23(0.97) -0.10 0.92 
Working with students with IEPs 2.30(0.82) 2.50(1.11) -0.52 0.60 
Maintaining accurate student records 2.00(0.67) 2.03(0.93) -0.11 0.91 
Communicating student progress to their 
families 
2.30(0.82) 2.17(1.05) 0.36 0.71 
Developing collaborating relationships with 
colleagues 
2.30(1.85) 2.57(1.07) -0.69 0.49 
Participating in school and district programs and 
projects 
2.40(0.84) 2.23(1.01) 0.37 0.71 
Advocating for the students 2.20(1.03) 2.23(0.90) -0.10 0.92 
Feelings of isolation 1.70(0.95) 2.20(1.10) -1.29 0.20 
Working with parents 1.80(0.63) 2.27(0.98) -1.40 0.16 
Overall Mean 2.07 2.30   
Note: 1-No support; 2-Low support; 3-Moderate support; 4- High support. 
*Indicates significant difference (p< .05) 
 The areas in which females rated higher support than male beginning teachers were 
planning and preparation (F=2.53, M=2.20), accessing teaching resources (F= 2.67 M= 2.40), 
building healthy relationships with students (F= 2.40. M= 1.70), managing the behavior of 
students (F= 2.60, M=2.00), engaging students in individual and group activities (F= 2.43, M= 
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1.80), working with students with IEPs (F= 2.50, M= 2.30), developing collaborating 
relationships with colleagues (F= 2.57, M=2.30). Male beginning teachers reported greater 
support from principals than female beginning teachers in the following areas; communicating 
directions and procedures accurately to students (M= 2.50, F=2.23). Overall, while both male 
and female teachers indicated low to moderate support, female beginning teachers (X̄ = 2.30) 
reported receiving a higher level of principal support than did males (X̄ = 2.07). While literature 
is scarce in this area, findings of this study differ from Sebastian and Mi-Moon (2018) who 
reported no gender difference in support received by teachers.  
School Location and Support. A t-test (two sample assuming equal variances) was 
conducted to establish if significant differences existed in the support received by beginning 
teachers by school location (Table 19). The school locations were divided into urban/suburban 
(U/S) and rural/small town (R/ST) areas.  
Although not significant, beginning teachers in city/suburban areas reported less support than 
beginning teachers in rural areas in the following areas: Knowledge of subject matter content 
(R/ST = 2.41, U/S= 2.11), teaching multi-age classrooms (R/ST= 2.00, U/S= 1.83), managing 
the behavior of students (R/ST = 2.68, U/S= 2.17), instructional strategies (R/ST = 2.50, U/S= 
2.22), communicating directions and procedures accurately to students (R/ST = 2.55, U/S= 
2.00), using questioning and discussion methods to improve participation (R= 2.32, U/S= 1.72), 
engaging students in individual and group activities (R/ST = 2.41, U/S= 2.11), providing 
continuous feedback to students (R/ST = 2.45, U/S= 1.78), responding to students’ questions 
(R/ST = 2.50, U/S= 1.89), working with students with IEPs (R/ST = 2.77, U/S= 2.06), 
maintaining accurate student records (R= 2.18, U/S= 1.83), communicating student progress to 
their families (R/ST =2.41, U/S= 1.94), participating in school and district programs and 
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projects (R/ST = 2.50, U/S= 2.06), and feelings of isolation (R/ST =2.18, U/S=1.94). Beginning 
teachers in the rural areas reported less principal support in following areas: Assessing student 
learning (R/ST = 2.32, U/S= 2.56) and maintaining a positive classroom environment (R/ST = 
2.23, U/S= 2.39) than their colleagues in the cities.   
Table 20 Support Provided by Principals to Beginning Teachers by School Location 










Planning and preparation 2.45(0.91) 2.44(0.86) 0.04 0.97 
Knowledge of subject matter content 2.41(0.80) 2.11(0.96) 1.07 0.29 
Teaching multi-age classrooms 2.00(0.93) 1.83(0.71) 0.62 0.53 
Differentiating instruction 2.27(0.94) 2.28(0.67) -0.01 0.98 
Accessing teaching resources 2.68(0.95) 2.50(0.71) 0.67 0.50 
Assessing student learning 2.32(0.99) 2.56(0.70) 0.85 0.40 
Maintaining a positive classroom environment 2.23(0.92) 2.39(1.04) -0.52 0.60 
Building healthy relationships with students 2.23(0.97) 2.22(1.11) 0.01 0.98 
Managing the behavior of students 2.68(0.84) 2.17(0.92) 1.84 0.07 
Organizing the classroom 1.64(0.79) 1.72(0.96) -0.31 0.75 
Instructional strategies 2.50(9.96) 2.22(0.88) 0.94 0.35 
Communicating directions and procedures 
accurately to students 
2.55(0.91) 2.00(0.91) 1.88 0.06 
Using questioning and discussion methods to 
improve participation 
2.32(1.04) 1.72(0.83) 1.97 *0.05 
Engaging students in individual and group activities 2.41(1.00) 2.11(0.90) 0.97 0.33 
Providing continuous feedback to students 2.45(0.91) 1.78(0.81) 2.45 *0.01 
Responding to students’ questions 2.50(0.96) 1.89(0.76) 2.19 *0.03 
Working with students with IEPs 2.77(1.15) 2.06(0.73) 2.29 *0.02 
Maintaining accurate student records 2.18(1.01) 1.83(0.62) 1.28 0.20 
Communicating student progress to their families 2.41(1.10) 1.94(0.80) 1.49 0.14 
Developing collaborating relationships with 
colleagues 
2.64(1.09) 2.33(1.03) 0.82 0.37 
Participating in school and district programs and 
projects 
2.50(0.91) 2.06(1.01) 0.88 0.15 
Advocating for the students 2.23(0.97) 1.94(0.88) 0.53 0.98 
Feelings of isolation 2.18(1.14) 1.94(1.09) 0.25 0.49 
Working with parents 2.23(1.02) 2.06(0.80) 0.04 0.56 
Overall mean 2.37 2.09   
Note: 1-No support; 2-Low support; 3-Moderate support4- High support. 
*Indicates significant difference (p< .05) 
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 Beginning teachers in rural areas and cities both indicated low levels of support in 
teaching multi-age classrooms (R/ST = 2.00, U/S= 1.83) and organizing the classroom (R/ST = 
1.64, U/S= 1.72). Overall, beginning teachers in rural/small town areas (X̄ = 2.37) reported they 
received greater support than teachers in urban/suburban areas (X̄ = 2.09). 
 Teachers in rural/small town locations felt significantly more supported (p<.05) than their 
urban colleagues in the following areas: Using questioning and discussion methods to improve 
participation, providing continuous feedback to students, responding to students’ questions and 
working with students with IEPs.  
 Although all beginning teachers in this study perceived they received low to moderate 
support, teachers in rural/small town locations reported receiving higher levels of support than 
their urban/suburban colleagues. The greater support provided may be a strategy for recruiting 
and retaining new teachers in more difficult to staff regions. As Brown and Wynn (2009) noted, 
beginning teachers’ decisions to leave or stay are often based on support received from principals 
as well as the school climate.  
School size and Support. Table 20 shows the support received by beginning teachers based on 
school size. 
 There were no significant differences in the mean scores for principal support based on 
school size. Beginning teachers from schools with a larger population of students rated supports 
received on planning and preparation (X̄ = 2.52, X̄ = 2.37), accessing teaching resources (X̄ = 
2.62, X̄ = 2.52), assessing student learning (X̄ = 2.62, X̄ = 2.37), and maintaining a positive 
classroom environment (X̄ = 2.48, X̄ = 2.37) highest. 
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Table 21 Support Provided to Beginning Teachers by School Size 












1 Planning and preparation 2.37(1.07) 2.52(0.68) -0.55 0.58 
2 Knowledge of subject matter content 2.26(0.93) 2.29(0.85) -0.08 0.93 
3 Teaching multi-age classrooms 1.89(0.99) 1.95(0.67) -0.21 0.82 
4 Differentiating instruction 2.26(0.99) 2.29(0.64) -0.08 0.93 
5 Accessing teaching resources 2.58(0.84) 2.62(0.86) -0.15 0.88 
6 Assessing student learning 2.21(0.92) 2.62(0.80) -1.50 0.14 
7 Maintaining a positive classroom environment 2.11(0.99) 2.48(0.93) -1.22 0.23 
8 Building healthy relationships with students 2.16(1.01) 2.29(1.06) -0.39 0.69 
9 Managing the behavior of students 2.63(0.83) 2.29(0.96) 1.22 0.23 
10 Organizing the classroom 1.53(0.84) 1.81(0.87) -1.04 0.30 
11 Instructional strategies 2.37(1.01) 2.38(0.86) -0.04 0.96 
12 Communicating directions and procedures 
accurately to students 
2.37(1.07) 2.24(0.83) 0.43 0.66 
13 Using questioning and discussion methods to 
improve participation 
2.26(1.15) 1.86(0.79) 1.31 0.19 
14 Engaging students in individual and group 
activities 
2.26(1.10) 2.29(0.85) -0.07 0.94 
15 Providing continuous feedback to students 2.26(1.05) 2.05(0.80) 0.74 0.46 
16 Responding to students’ questions 2.42(1.02) 2.05(0.80) 1.29 0.20 
17 Working with students with IEPs 2.74(1.15) 2.19(0.87) 1.71 0.09 
18 Maintaining accurate student records 2.16(0.90) 1.90(0.83) 0.93 0.36 
19 Communicating student progress to their 
families 
2.42(1.02) 2.00(0.95) 1.35 0.18 
20 Developing collaborating relationships with 
colleagues 
2.53(1.07) 2.48(1.08) 0.15 0.88 
21 Participating in school and district programs and 
projects 
2.37(0.90) 2.24(1.04) 0.42 0.68 
22 Advocating for the students 2.11(0.94) 2.33(0.91) -0.78 0.44 
23 Feelings of isolation 2.16(1.21) 2.00(0.95) 0.46 0.65 
24 Working with parents 2.32(1.00) 2.00(0.84) 1.09 0.29 
 Overall mean 2.28 2.22   
Note: 1-No support; 2-Low support; 3-Moderate support4- High support. 
 When compared to schools with a larger student population (201-500 students), 
beginning teachers from schools with a smaller student population (< 200 students) rated support 
on managing the behavior of students (X̄ = 2.63, X̄ = 2.29), responding to students’ questions (X̄ 
= 2.42, X̄ = 2.05), working with students with IEPs (X̄ = 2.74, X̄ = 2.19), and developing 
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collaborating relationships with colleagues (X̄ = 2.53, X̄ = 2.48), higher. Beginning teachers 
from schools with large and smaller student populations both rated the support received on 
teaching multi-age classrooms (X̄ = 1.89, X̄ = 1.95) and organizing the classroom (X̄ = 1.53, X̄ = 
1.81) as low. The overall mean score of beginning teachers on the support they reported they 
received from their principals was very similar in schools with less than 200 students (X̄ = 2.28) 
and schools with 201-500 students (X̄ = 2.22). The result indicated that beginning teachers 
received low to moderate levels of support no matter the location.  
Years of Experience and Support Received. Table 21 shows the support received from 
principals by beginning teachers by years of experience (<2 years; < 3 years). 
  Little difference was noted in the overall level of support novice teachers reported 
they received from principals between those with less than two years’ experience (X̄ =2.26) and 
those with less than three years’ experience (X̄= 2.20). Although differences were not significant, 
teachers with more experience reported greater support in the following areas planning and 
preparation (X̄ = 2.82, X̄ = 2.31), differentiating instruction (X̄ = 2.45, X̄ = 2.21, accessing 
teaching resources (X̄ = 2.82, X̄ = 2.52, assessing student learning (X̄ = 2.64, X̄ = 2.34, and 
instructional strategies (X̄ = 2.52, X̄ = 2.31. Beginning teachers with less than 2 years’ 
experience rated the support received on managing the behavior of students (X̄ = 2.52, X̄ = 2.27, 
developing collaborating relationships with colleagues (X̄ = 2.62, X̄ = 2.18, participating in 
school and district programs and projects (X̄ = 2.41, X̄ = 2.00 higher than beginning teachers 
with less than three years. 
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Table 22 Support Provided to Beginning Teachers by Years of Experience 










1 Planning and preparation 2.31(0.85) 2.82(0.87) -1.68 0.10 
2 Knowledge of subject matter content 2.24(0.83) 2.36(1.03) -0.39 0.69 
3 Teaching multi-age classrooms 1.97(0.87) 1.82(0.75) 0.50 0.62 
4 Differentiating instruction 2.21(0.86) 2.45(0.69) -0.85 0.39 
5 Accessing teaching resources 2.52(0.83) 2.82(0.87) -1.01 0.31 
6 Assessing student learning 2.34(0.90) 2.64(0.81) 0.094 0.35 
7 Maintaining a positive classroom environment 2.31(0.97) 2.27(1.01) 0.11 0.91 
8 Building healthy relationships with students 2.28(1.07) 2.09(0.94) 0.51 0.61 
9 Managing the behavior of students 2.52(0.87) 2.27(1.01) 0.76 0.45 
10 Organizing the classroom 1.72(0.92) 1.54(0.69) 0.58 0.56 
11 Instructional strategies 2.31(0.93) 2.54(0.93) -0.71 0.48 
12 Communicating directions and procedures 
accurately to students 
2.34(0.97) 2.18(0.87) 0.49 0.63 
13 Using questioning and discussion methods to 
improve participation 
2.10(0.98) 1.91(1.04) 0.55 0.58 
14 Engaging students in individual and group 
activities 
2.31(1.00) 2.18(0.87) 0.37 0.71     
15 Providing continuous feedback to students 2.17(0.89) 2.09(1.04) 0.25 0.80 
16 Responding to students’ questions 2.24(0.99) 2.18(0.75) 0.18 0.85 
17 Working with students with IEPs 2.45(1.12) 2.45(0.82) -0.02 0.98 
18 Maintaining accurate student records 2.07(0.92) 1.91(0.70) 0.52 0.60 
19 Communicating student progress to their 
families 
2.31(1.00) 1.91(0.94) 1.15 0.25 
20 Developing collaborating relationships with 
colleagues 
2.62(1.08) 2.18(0.98) 1.17 0.24 
21 Participating in school and district programs and 
projects 
2.41(0.95) 2.00(1.00) 1.22 0.23 
22 Advocating for the students 2.31(0.97) 2.00(0.77) 0.95 0.34 
23 Feelings of isolation 2.10(1.08) 2.00(1.10) 0.27 0.78 
24 Working with parents 2.10(0.94) 2.27(0.90) -0.51 0.61 
 Overall mean 2.26 2.20   
Note: 1- No support; 2- Low support; 3- Moderate support; 4- High support. 
 Beginning teachers with less than 2 and 3 years’ experiences both rated support received 
on teaching multi-age classrooms (X̄ = 1.97, X̄ = 1.82), organizing the classroom (X̄ = 1.72, X̄ = 
1.52), using questioning and discussion methods to improve participation (X̄ = 2.10, X̄ = 1.91), 
and maintaining accurate student records (X̄ = 2.07, X̄ = 1.91) low. The overall mean score of 
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beginning teachers with less than 2 years’ experience (X̄ = 2.26) is very similar to that of their 
colleagues with less than 3 years’ experience (X̄ = 2.20) on the perceived support received in 
practice.  
Most Beneficial Support Programs Available to Beginning Teachers 
Novice teachers were asked to rate five support programs with regard to their value. 
Table 23 shows the number (n) and percentage (%) of responses on the perception of the benefits 
of various support programs available to beginning teachers.  
Table 23 Beginning Teachers Perception of the Value of Support Programs 




Induction program  26(63.4) 14(34.1) 
Mentorship program  32(78.0) 8(19.5) 
Profession development  29(70.7) 11(26.8) 
Professional learning community/communities 33(80.5) 7(17.1) 
Collaborative/co-teaching teaching opportunities 34(82.9) 6(14.6) 
 
The majority of beginning teachers perceived that all five support programs were 
beneficial: Beginning teachers perceived the three most beneficial support programs were: 
collaborative/co-teaching teaching opportunities (82.9%), professional learning 
community/communities (80.5%), and mentoring programs (78%). Prior research confirms 
the importance of support programs for novice teachers. For example, Lofstron and 
Eisenschmidt (2009) stated that the most beneficial teacher support programs improve 
relationships, encourage self-reflection, enhance community learning, and boost teachers’ 
professional practice. Darling-Hammond, (2013) opined that effective teacher support 
programs develop good practice and viable instructional methods that positively influence 
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teachers’ practice and improve student learning. Two beginning teachers commented on 
their perception of the most beneficial support programs, “Anything is helpful, but it has to 
exactly pertain to our teaching duties. If we are not classroom (which I’m not) then classic 
PD isn’t helpful, it fills our heads with stuff that doesn’t apply. Subject centered PD needs 
to be offered in division and Manitoba-wide so that we can collaborate within our fields to 
become experts.”  
Beginning teachers in this study perceived the benefits of induction and mentoring 
programs to their professional practice. Regarding induction, one participant noted the benefits 
of “a more thorough introduction to school routines, expectations, and procedures.”  Another 
participant echoed this, saying “A handbook with basic school division policies and school 
programs would be fantastic! Something easy to read and to the point.”  
With regard to mentorship, a participant observed “time to talk with other teachers 
who are willing to be mentors is the most effective.”. Novice teachers indicated mentoring 
is one of the most effective support strategies, but this support was less available to 
participants in this study when compared to other supports (See table 22). Another 
participant pointed out that if mentoring does not adhere to best practices and if not 
conducted as envisioned it can add to rather detract from stress.  
My school has a mentorship program but it isn't helpful at all. There is no time for 
talking - we just get talked at. It is like a class; we sit in a room and former 
principals or people from the Division Office talk to us about their expectations- 
this just adds stress. I wish the mentorship program allowed for people to be paired 
up according to their teaching philosophy as well as the subjects they teach. Newer 
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teachers need a safe space to process their ideas and ask questions without any fear 
of judgement.  
Other novice teachers commented on the value of a supportive principal and 
colleagues saying, "My principal has an open door policy which is incredibly helpful for 
me.”  And, while principal support is valued, collegiality from other more experienced 
teachers is appreciated, as one participant observed: 
I would love to have a designated “buddy” for the first few months that could show 
us the simple things like where staff meetings are held, to make sure we are 
receiving all the appropriate emails, etc. Just someone we can turn to ask the simple 
questions that others overlook. 
The benefits of support programs are not only apparent from study participants’ 
comments but also are emphasized in the literature; Kang and Berliner (2012) observed that 
induction activities improve teacher turnover rates and Wynn, et al., (2007) corroborated that 
mentoring is an effective strategy for improving teachers’ professional practices. 
Section Two: Principals 
This section describes the demographic data of the principal respondents and presents and 
analyses the findings with respect to the following research questions.  
What challenges do school principals perceive beginning teachers face? 
What strategies do principals use to support novice teachers?  
Demographic Data: Principals 
Thirty-three school principals participated in this study from various schools in Manitoba. 
Table 24 shows the distribution of principals by gender. The majority of principals who 
responded to the survey were male 22 (66.7%) compared to female 10 (30.3%). Given that three 
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quarters of the teacher population is female, this number is reflective of a gender imbalance at 
the school leadership level. 
Table 24 Distribution of School Principals by Gender 
Gender Number (N) Percentage (%) 
Male 22 66.7 
Female 10 30.3 
Total 32 97.0 
No Response 1 3.0 
Total 33 100.0 
While data regarding the school principals’ gender ratio for Canada and Manitoba were 
unavailable, data from the Teaching and Learning International Survey 2018 (Organisation for 
Economic Co-operation and Development [OECD], 2018), indicate a similar gender discrepancy 
among OECD countries where the proportion of male to female principals is 53:47. 
Unquestionably, women are under-represented in the principalship (Nogay & Beebe, 2008). 
Table 25 shows the distribution of principals by years of experience as an educational 
leader.  
Table 25 Principals’ Years of Leadership Experience 
Years of experience Number (N) Percentage(%) 
6-10 years 1 3.0 
11-15 years 2 6.1 
More than 15 years 29 87.9 
No Response 1 3.0 
Total 33 100.0 
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Table 26 Distribution of Principals with Regard to School Grade Levels 
School Level Number (N) Percentage (%) 
Elementary 9 27.3 
Middle 2 6.1 
Senior 7 21.2 
Elementary & Middle 8 24.2 
Elementary, Middle, & Senior 1 3.0 
Middle & Senior 5 15.2 
No Response 1 3.0 
Total 33 100.0 
Distribution by school level shows that most school principals who responded to the 
survey were leaders in elementary and middle schools (n= 19, 58.4%) compared to principals in 
Middle/Senior and Senior (n= 12, 36.4%) schools.  
Table 27 shows school size by number of students’ principals supervised.  
Table 27 School Size by Number of Students Principals Supervised 
Number of Students 
Supervised Principals (N) Percentage (%) 
Less than 100 students  5 15.6 
101-200 students 15 46.8 
201-500 students 9 27.3 
Greater than 500 students  3 9.4 
No Response 1 3.0 
Total 33 100 
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Most of the principals who responded to this survey supervised 101 to 200 students in 
their schools (n=15, 46.8%), compared to those supervising less than 100 students (n= 8, 24.2%), 
201 to 500 students (n= 9, 27.3%), less than 100 students (n=5, 15.6%), and greater than 500 
students (n= 3, 9.4%).  
Table 28 shows the distribution of principals by school location.  
Table 28 Principals and School Location 
School location Number (N) Percentage(P) 
Rural 13 39.4  
Small Town 10 30.3 
Suburban 6 18.2 
Inner City 3 9.1 
No Response 1 3.0 
Total 33 100.0 
  
Table 22 shows that most of the principals who responded were located in rural areas 
(n=13, 39.4%), when compared to principals from small towns (n= 10, 30.3%), suburban (n= 6, 
18.2%), and inner city (n= 3, 9.1%).  
Areas in which School Principals Perceive Beginning Teachers Need Support  
  School principals where asked to rate the areas in which they perceive beginning teachers 
find challenging and need support. School principals rated a series of support areas on a 4-point 
Likert scale (1-No support; 2-Little support; 3-Moderate support; 4-Major support).  Table 29 
shows principals’ perceptions of the degree to which novice teachers need support in the various 
areas.  
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Table 29 Principals’ Perceptions of the Areas in which Novice Teachers Require Support 
Challenges 
 N 




Planning and preparation 32 2.50 .88 
Knowledge of subject matter content 32 2.41 .84 
Teaching multi-age classrooms 32 2.97 .93 
Differentiating instruction 32 3.06 .80 
Accessing teaching resources 32 2.41 .71 
Assessing student learning 32 2.94 .84 
Maintaining a positive classroom environment 32 2.38 .66 
Building healthy relationships with students 32 2.44 .88 
Managing the behavior of students 32 3.06 .80 
Organizing the classroom 32 2.22 .83 
Instructional strategies 32 2.84 .81 
Communicating directions and procedures accurately 
to students 
32 2.56 .72 
Using questioning and discussion methods to improve 
participation 
32 2.72 .73 
Engaging students in individual and group activities 32 2.41 .76 
Providing continuous feedback to students 32 2.78 .79 
Responding to students’ questions 32 2.25 .72 
Working with students with IEPs 32 3.16 .95 
Maintaining accurate student records 32 2.75 .84 
Communicating student progress to their families 32 2.66 .75 
Developing collaborating relationships with colleagues 32 2.34 .94 
Participating in school and district programs and 
projects 
32 2.31 .78 
Advocating for the students 32 2.09 .78 
Feelings of isolation 32 2.34 .87 
Working with parents 32 2.75 .72 
Overall Mean  2.60  
 
 The areas in which principals perceived beginning teachers need most support are 
working with students with IEPs (X̄ = 3.16, SD= .95), differentiating instruction (X̄ = 3.07, SD= 
.80), managing the behavior of students (X̄ = 3.06, SD= .80), teaching multi-age classrooms (X̄ 
= 2.97, SD= .93), assessing student learning (X̄ = 2.94, SD= .84), instructional strategies (X̄ = 
2.84, SD= .81), providing continuous feedback to students (X̄ = 2.78, SD= .79), maintaining 
accurate student records (X̄ = 2.75, SD= .84), working with parents (X̄ = 2.75, SD= .72), using 
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questioning and discussion methods to improve participation (X̄ = 2.72, SD= .73), 
communicating student progress to their families (X̄ = 2.67, SD= .75), communicating directions 
and procedures accurately to students (X̄ = 2.56, SD= .72), and planning and preparation (X̄ = 
2.50, SD= .88). Of note, principals’ perception of the overall severity of the challenges was 
greater than that of novice teachers (Principals x̄ = 2.60; Novice teachers x̄ = 2.05).  When asked 
to comment on other areas beginning teachers need support, principals expanded on the findings 
from this study. Common themes mentioned by multiple principals included  
 Time management 
 Balancing life and teaching responsibilities, for example “beginning teachers need 
emotional support for the level of exhaustion felt”,  
 Working with parents: “new teachers have little to no experience calling or 
emailing home to parents.  They generally don't know when or how to initiate 
contact.  Regarding working through ongoing discipline incidents with families 
and communicating these concerns with caregivers, they need support in 
preparing for calls as well as how to follow up with students and parents.”, They 
need support in “learning de-escalation strategies”.   
 Effective pedagogy: “teaching all students - both those who struggle and those 
who are excelling”  
Principals’ and Novice Teachers’ Perception of the Challenges Facing Beginning Teachers.     
A t-test was conducted to find out if significant differences existed in principals’ and 
novice teachers’ perception of the challenges facing beginning teachers (See Table 30).  
Significant differences (p<.05) existed between principals’ and beginning teachers’ 
ratings on the challenges novice teachers (T) face on knowledge of subject matter content 
(p<0.05), teaching multi-age classrooms (p<.001), assessing student learning (p<.001), 
maintaining a positive classroom environment (p<.001), building healthy relationships with 
students (p<.001), managing the behavior of students (p<.001), instructional strategies (p<.001),   
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Table 30 Comparing Principals’ and Novice Teachers’ Perceptions of the Challenges Novice 
Teachers Encounter 










Planning and preparation 2.50 2.71 0.97 0.33 
Knowledge of subject matter content 2.41 2.00 2.02 0.04* 
Teaching multi-age classrooms 2.97 2.29 2.99 0.00*** 
Differentiating instruction 3.06 2.76 1.62 0.10 
Accessing teaching resources 2.41 2.46 -0.30 0.76 
Assessing student learning 2.94 2.27 3.69 0.00*** 
Maintaining a positive classroom 
environment 
2.38 1.78 3.33 0.00*** 
Building healthy relationships with 
students 
2.44 1.34 6.11 0.00*** 
Managing the behavior of students 3.06 2.24 4.08 0.00*** 
Organizing the classroom 2.22 1.9 1.55 0.12 
Instructional strategies 2.84 2.20 3.73 0.00*** 
Communicating directions and 
procedures accurately to students 
2.56 1.76 4.71 0.00*** 
Using questioning and discussion 
methods to improve participation 
2.72 1.95 4.31 0.00*** 
Engaging students in individual and 
group activities 
2.41 1.98 2.41 0.01* 
Providing continuous feedback to 
students 
2.78 2.05 3.45 0.00*** 
Responding to students’ questions 2.25 1.49 4.95 0.00*** 
Working with students with IEPs 3.16 2.32 3.77 0.00*** 
Maintaining accurate student records 2.75 2.17 2.68 0.00*** 
Communicating student progress to their 
families 
2.66 2.12 2.76 0.00*** 
Developing collaborating relationships 
with colleagues 
2.34 1.73 2.84 0.00*** 
Participating in school and district 
programs and projects 
2.31 1.54 4.43 0.00*** 
Advocating for the students 2.09 1.8 1.50 0.13 
Feelings of isolation 2.34 2.22 0.52 0.60 
Working with parents 2.75 2.12 3.10 0.00*** 
Overall mean 2.60 2.05   
Note: 1= Not a challenge, 2=Minor Challenge, 3=Moderate challenge, 4= Major challenge.  
*** Significant at <.001; ** Significant at <.01; * Significant at <.05 
 Significant difference also existed in communicating directions and procedures 
accurately to students (p<.001), using questioning and discussion methods to improve 
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participation (p<.001), engaging students in individual and group activities (p<.001), providing 
continuous feedback to students (p<.001), responding to students’ questions (p<.001), working 
with students with IEPs (p<.001), maintaining accurate student records (p<.001), communicating 
student progress to their families (p<.001), developing collaborating relationships with 
colleagues (p<.001), participating in school and district programs and projects (p<.001), and 
Working with parents (p<.001). School principals (P) rated the following challenges higher than 
novice teachers: teaching multi-age classrooms (P= 2.97, T= 2.29), differentiating instruction 
(P= 3.06, T= 2.76), assessing student learning (P= 2.94, T= 2.27), managing the behavior of 
students (P= 3.06, T= 2.24), instructional strategies (P= 2.84, T= 2.20), using questioning and 
discussion methods to improve participation (P= 2.72, T= 1.95), providing continuous feedback 
to students (P= 2.78, T= 2.05), working with students with IEPs (P= 3.16, T= 2.32), maintaining 
accurate student records (P= 2.75, T= 2.17), and communicating student progress to their 
families (P= 2.66, T= 2.12).  Overall, the only area that beginning teachers rated as a greater 
challenge (although not significant) than their principals was planning and preparation. 
A comparison of the areas novice teachers found most challenging and the areas 
principals perceived were most challenging to beginning teachers (Table 31) indicated a high 
level of agreement between the two groups. Both groups identified differentiated instruction, 
working with students with IEPs, and accessing teaching resources among the foremost 
challenges. The main differences were that the greatest challenges for novice teachers, assessing 
student learning and planning and preparation were lower down on the principals’ ratings, and 
principals perceived teaching multi-age classrooms and managing student behaviour as a greater 
challenge than did novice teachers. 
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Table 31 Most Challenging Areas Identified by Novice Teachers and Principals 
Novice Teachers (X̄) Principals (X̄) 
Differentiating instruction (X̄= 2.76) 
Planning and preparation (X̄= 2.71) 
Accessing teaching resources (X̄= 2.46) 
Working with students with IEPs (X̄= 2.32) 
Assessing student learning (X̄= 2.27) 
Working with students with IEPs (X̄= 3.16) 
Differentiating instruction (X̄= 3.06) 
Behaviour management (X̄= 3.06) 
Teaching multi-age classrooms (X̄= 2.97) 
Accessing teaching resources (X̄= 2.94) 
Communicating student progress to their 
families (X̄= 2.12) 
Communicating student progress to their 
families (X̄= 2.66) 
 These findings indicate that although there is agreement among principals and novice 
teachers on some of the areas that require development (differentiated instruction, working with 
students with IEPs, and accessing teaching resources), there are also differences. School 
divisions and individual schools should conduct a needs assessment with their novice teachers to 
identify the areas in which they need most support and use this information to drive the 
professional development they provide.  
School Location and Support. Table 32 shows principals’ perception of the support needed by 
beginning teachers based on school location (Rural/small town and Urban/ suburban).  
 Significant differences existed two areas in the mean ratings of the degree of the 
challenges novice teachers face between principals from urban /suburban and rural/small town 
locations.  Urban/suburban principals rated differentiating instruction (p= 0.02) and assessing 
student learning significantly (p= 0.03) higher than principals from rural/small town areas. 
Principals from the rural/small town areas rated communicating directions and procedures 
accurately to students (X̄= 2.61, X̄ = 2.44), and feelings of isolation (X̄= 2.43, X̄ = 2.11) higher 
than principals from the cities. 
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Table 32 Comparing Areas in which Principals Perceive Beginning Teachers Need Support 
based on School Location 
                                                       Rural/Small 
town 









Planning and preparation 2.52(0.95) 2.44(0.73) 0.22 0.82 
Knowledge of subject matter content 2.30(0.93) 2.67(0.50) -1.11 0.27 
Teaching multi-age classrooms 2.91(1.00) 311(0.78) -0.53 0.60 
Differentiating instruction 2.87(0.81) 3.56(0.53) -2.33 0.02* 
Accessing teaching resources 2.30(0.63) 2.67(0.87) -1.31 0.20 
Assessing student learning 2.74(0.81) 3.44(0.73) -2.28 0.03* 
Maintaining a positive classroom 
environment 
2.30(0.70) 2.56(0.53) -0.97 0.34 
Building healthy relationships with 
students 
2.39(0.89) 2.56(0.88) 0.47 0.64 
Managing the behavior of students 2.96(0.82) 3.33(0.71) -1.21 0.24 
Organizing the classroom 2.13(0.81) 2.44(0.88) -0.96 0.35 
Instructional strategies 2.78(0.85) 3.00(0.70) -0.68 0.50 
Communicating directions and 
procedures accurately to students 
2.61(0.78) 2.44(0.53) 0.58 0.56 
Using questioning and discussion 
methods to improve participation 
2.70(0.76) 2.78(0.67) -0.28 0.78 
Engaging students in individual and 
group activities 
2.30(0.70) 2.67(0.87) -1.23 0.22 
Providing continuous feedback to 
students 
2.65(0.83) 3.11(0.60) -1.50 0.14 
Responding to students’ questions 2.13(0.76) 2.56(0.53) -1.54 0.13 
Working with students with IEPs 3.00(1.04) 3.56(0.53) -1.51 0.14 
Maintaining accurate student records 2.70(0.82) 2.89(0.93) 0.57 0.56 
Communicating student progress to 
their families 
2.61(0.58) 2.78(1.09) 0.57 0.57 
Developing collaborating 
relationships with colleagues 
2.17(0.78) 2.78(1.20) -1.69 0.10 
Participating in school and district 
programs and projects 
2.26(0.75) 2.44(0.88) -0.59 0.55 
Advocating for the students 2.00(0.67) 2.33(1.00) -1.09 0.28 
Feelings of isolation 2.43(0.95) 2.11(0.60) 0.95 0.35 
Working with parents 2.74(0.75) 2.78(0.67) -0.14 0.89 
Overall Mean 2.52 2.80   
Note: 1-No support; 2-Low support; 3-Moderate support4- High support 
*Significant at <.05 
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Principals from urban/suburban areas rated the following areas higher than principals 
from rural areas: knowledge of subject matter content (X̄= 2.67, X̄ = 2.30), accessing teaching 
resources (X̄= 2.67, X̄ = 2.30), managing the behavior of students (X̄= 3.33, X̄ = 2.96), engaging 
students in individual and group activities (X̄= 2.67, X̄ = 2.30), providing continuous feedback to 
students (X̄= 3.11, X̄ = 2.65), responding to students’ questions (X̄= 2.56, X̄ = 2.13), working 
with students with IEPs (X̄= 3.56, X̄ = 3.00), and developing collaborating relationships with 
colleagues (X̄= 2.78, X̄ = 2.17). Overall, principals in urban/suburban locations (x̄ 2.80) 
perceived novice teachers had higher needs for support than their rural/small town counterparts 
(x̄ 2.52). Literature comparing principals’ perceptions of support needs for novice teachers in 
rural/small town and urban/suburban areas is scarce.  
 School Size and Support. Table 33 shows areas in which principals perceive beginning 
teachers need support. 
 The overall means for principals of schools with< 200 students and schools with > 200-
students were very similar, 2.52 and 2.59, respectively. None of the challenge areas showed a 
significant difference in mean scores by school size.  
 Principals from schools with above 200 students rated challenges for novice teachers 
greater than principals in schools with a student population below 200 in the following areas: 
Knowledge of subject matter content (X̄= 2.72, X̄ = 2.24), assessing student learning (X̄= 3.18, 
X̄ = 2.80), maintaining a positive classroom environment (X̄= 2.64, X̄ = 2.24), engaging students 
in individual and group activities (X̄= 2.73, X̄ = 2.24), providing continuous feedback to students 
(X̄= 3.00, X̄ = 2.67), responding to students’ questions (X̄= 2.45, X̄ = 2.14), communicating 
student progress to their families (X̄= 2.91, X̄ = 2.52), and developing collaborating 
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relationships with colleagues (X̄= 2.64, X̄ = 2.19) higher than their colleagues from school with 
less than 200 students. 
 Table 33 Principals’ Perceptions of the Areas Beginning Teachers Need Support based on 
School Size 













Planning and preparation 2.52(1.03) 2.45(0.52) 0.21 0.83 
Knowledge of subject matter content 2.24(0.94) 2.72(0.47) -1.61 0.11 
Teaching multi-age classrooms 2.95(1.02) 3.00(0.77) -0.14 0.89 
Differentiating instruction 3.00(0.89) 3.18(0.60) -0.60 0.55 
Accessing teaching resources 2.33(0.73) 2.54(0.69) -0.80 0.43 
Assessing student learning 2.80(0.87) 3.18(0.75) -1.20 0.24 
Maintaining a positive classroom 
environment 
2.24(0.54) 2.64(0.81) -1.67 0.10 
Building healthy relationships with students 2.29(0.78) 2.73(1.00) -1.37 0.18 
Managing the behavior of students 3.00(0.89) 3.18(0.60) -0.60 0.55 
Organizing the classroom 2.19(0.93) 2.27(0.65) -0.26 0.79 
Instructional strategies 2.76(0.77) 3.00(0.89) -0.79 0.43 
Communicating directions and procedures 
accurately to students 
2.67(0.80) 2.36(0.50) 1.14 0.26 
Using questioning and discussion methods to 
improve participation 
2.71(0.78) 2.73(0.65) -0.04 0.96 
Engaging students in individual and group 
activities 
2.24(0.62) 2.73(0.90) -1.80 0.08 
Providing continuous feedback to students 2.67(0.86) 3.00(0.63) -1.14 0.26 
Responding to students’ questions 2.14(0.73) 2.45(0.69) -1.17 0.25 
Working with students with IEPs 2.95(1.07) 3.54(0.52) -1.72 0.09 
Maintaining accurate student records 2.76(0.88) 2.72(0.79) 0.11 0.91 
Communicating student progress to their 
families 
2.52(0.75) 2.91(0.70) -1.41 0.16 
Developing collaborating relationships with 
colleagues 
2.19(0.87) 2.64(1.03) -1.29 0.20 
Participating in school and district programs 
and projects 
2.29(0.90) 2.36(0.50) -0.26 0.79 
Advocating for the students 2.00(0.77) 2.27(0.79) -0.94 0.35 
Feelings of isolation 2.38(1.02) 2.27(0.47) 0.33 0.74 
Working with parents 2.67(0.80) 2.90(0.54) -0.90 0.37 
Overall Mean 2.52 2.58   
Note: 1-No support; 2-Low support; 3-Moderate support4- High support. 
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Principals from schools with less than 200 students identified the areas in which novice 
teachers required the greatest support as: communicating directions and procedures accurately to 
students (X̄= 2.67, X̄ = 2.36), planning and preparation (X̄= 2.52, X̄ = 2.45)), Maintaining 
accurate student records (X̄= 2.76, X̄ = 2.72), and Feelings of isolation (X̄= 2.38, X̄ = 2.27). The 
findings of this study indicated that school size had little impact on how principals perceived the 
level of challenges novice teachers in their schools experienced.  
Support Programs Principals Report are Available to Beginning Teachers 
Table 34 shows the number (n) and percentage (%) of the support programs principals 
reported were available to beginning teachers in their schools.  
Table 34 Principals’ Report of Programs for Beginning Teachers available in their Schools 




Induction program for new teachers  18(54.5) 14(42.4) 
Mentorship program for new teachers 23(69.7) 9(27.3) 
Professional development 31(93.9) 1(3.0) 
Professional learning community/communities  25(75.8) 7(21.2) 
Collaborative/co-teaching teaching opportunities 26(78.8) 6(18.2) 
 
Most principals reported all five support programs are in place in their schools: 
Professional development (n= 31, 93.9%), collaborative/co-teaching teaching opportunities (n= 
26, 78.8%), professional learning community/communities (n= 25, 75.8%), mentoring programs 
(n= 23, 69.7%), and induction programs (n=18, 54.5%). The three support programs that most 
principals indicated were available were: professional development, collaborative/co-teaching 
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teaching opportunities, and professional learning community/communities. The literature is 
extensive on the value of various support programs in enhancing new teachers’ professional 
practice and socialization into the school (Brown & Wynn, 2009; Kang & Berline 2012; Lofstron 
& Eisenschmidt, 2009; Melnick & Meister, 2008). While on one hand, findings of this study 
indicate that most principals report their schools have these support programs in place, it is 
concerning that just under half of the principals indicated they did not have induction programs, 
and one third indicated that there was no mentorship program in place. Moreover, a difference 
exists between the programs principals report they have in place and the programs novice 
teachers report are in place.  Less than one third of novice teachers reported induction programs 
in place and only two fifths indicated mentorship was available. Although a greater percentage of 
novice teachers agreed that professional development, professional learning communities, and 
collaborative co-teaching opportunities were available, the percentage was considerably lower 
that what principals reported. 
School principals suggested other supports for assisting beginning teachers are: 
organizing social activities, provide more teaching practice for instructional planning and 
assessment, providing clear orientation items about teaching topics, give constant informal 
communication, offer report card meetings, feedback comments, and school process information, 
divisional in-services, and reduce workloads to provide time for reflective practice. 
Given the plethora of research on the benefits of mentorship and induction, and the 
difficulty in hiring and retaining teachers in rural and remote areas, Manitoba schools and school 
districts need to re-examine their policies and practices around supporting new teachers.  
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Summary of Chapter Four 
This chapter presented an analysis of results and findings on the challenges facing novice 
teachers as perceived by new teachers, support provided to novice teachers, support received by 
novice teachers, most effective strategies for supporting new teachers, challenges facing 
beginning teachers as perceived by principals, and support programs available to new teachers as 
perceived by principals. Chapter five summarizes the main findings, provides recommendations 
for research, practice and policy, and provides conclusions for this study. 
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Chapter Five: Overview of the Study, Summary of Findings, Recommendations for 
Practice, Research and Policy and Limitations of the Study. 
This chapter presents an overview of the study, a summary of the findings, explores the 
implications of the findings, and makes recommendations for theory, research and practice, and 
policies and describes limitations.  
The main objectives of this study were to explore the challenges beginning teachers and 
their principals perceive novice teachers encounter in their early years of teaching practice, to 
determine the support school principals report they provide to beginning teachers, identify the 
supports new teachers report they receive and the support strategies they perceive are most 
effective. It also explored whether the scale of challenges perceived by novice teachers differed 
by gender, years of teaching, grades taught, school size, and school location.  
The research questions and sub-questions that guide this study are listed below:  
i. What challenges do beginning teachers perceive they encounter in their first years of 
teaching practice? 
How does the perception of challenges novice teachers encounter vary with: 
Gender 
Years of experience  
School location 
School size 
ii. What supports do beginning teachers report they receive? 
iii. What support programs do novice teachers report are in place in their workplace?  
iv. What strategies do beginning teachers perceive are the most effective in supporting 
them? 
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v. What challenges do school principals perceive beginning teachers face? 
vi. What support strategies do principals’ perceive are available to support novice 
teachers?  
The study used survey research and was conducted in the province of Manitoba in late 
2019/early 2020. Prior to data collection, permission to conduct the research was requested from 
superintendents of all 37 Provincial school districts in Manitoba. Ten school divisions gave 
permission to contact novice teachers with less than three years of experience and principals with 
an invitation to participate in the study and complete the online questionnaire. Forty novice 
teachers and 33 principals responded to the survey. Both descriptive and inferential statistics 
were used to analyse the data collected for this study.  
Summary of Findings 
This section summarizes the findings from this study. The summaries are presented under 
these main headings: Challenges facing beginning teachers, supports beginning teachers report 
they receive, support programs available to novice teachers, strategies beginning teachers 
perceive are the most effective in supporting them, challenges school principals perceive 
beginning teachers face, and support strategies principals report are available to support novice 
teachers. 
Challenges Facing Beginning Teachers 
Beginning teachers responded to a four-point Likert scale survey containing 24 challenge 
areas identified from previous research. Overall, beginning teachers rated the challenges they 
experience as mild to moderate. The areas of greatest challenge were: 
 Differentiating instruction  
 Planning and preparation 
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 Accessing teaching resources 
 Working with students with IEPs  
 Assessing student learning 
These findings resonate with previous research: for example, with the work of Froese-
Germain (2010), Khambatta (2012), and Sindhi and Sheh (2013), who found that novice teachers 
have inadequate skills for providing differentiated instruction. Beginning teachers confirmed that 
they do not have enough time for planning and preparation; this resonated with work of Froese-
Germain (2014) who noted teachers in Canada work 10 to 20 hours per week over their regular 
hours to meet planning and preparation responsibilities. Froese-Germain (2014) further stated 
that teachers’ workload is a global challenge that exists in United State, United Kingdom, New 
Zealand, Hong Kong, and Sweden. Hala (2012) and McDougall and Fantilli (2009) reported 
findings similar to this study and noted teachers’ responsibilities are increasing without a 
subsequent increase and availability of teaching resources.  
Gender and Challenges. Overall, novice teachers reported they face experience low to 
moderate challenges irrespective of their gender. With regard to gender, the overall difference in 
means was not significant, which echoes the findings of Al-Shammakhi and Al-humaidi (2015). 
However, differences did exist in some items. Males experienced significantly greater challenges 
than females with regard to differentiated instruction and organizing the classroom. These 
findings relate to the work of Nejati et al., (2014), who observed that female teachers have 
greater skills in instructional strategies and differentiated instruction than their male colleagues, 
and to Shaukat et al. (2013) who noted female teachers are better at providing inclusive 
education than male teachers. When comparing the most challenging areas, both genders agreed 
that differentiating instruction and planning and preparation were among the four top areas for 
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them. With regard to the top four challenges, female novice teachers included accessing teaching 
resources and assessing student learning; whereas male novice teachers identified working with 
students with IEPs, and communicating student progress to parents. 
School Location and Challenges. On average, novice teachers in rural/small town 
locations rated the challenges higher than their colleagues in urban and suburban areas, but the 
difference was not significant. Both groups identified differentiating instruction, planning and 
preparation, and accessing teaching resources in the top areas of challenge. Teachers in 
rural/small town locations also identified teaching multi-age classrooms and feelings of isolation 
in the top-most challenging areas while their colleagues in urban/suburban included working with 
students with IEPs and assessing student learning. 
Challenges and Years of Experience. Although, overall teachers with less than two 
years’ experience rated challenges higher than their colleagues with less than three years’ 
experience, the difference was not significant. With regard to specific challenges, only one area, 
feelings of isolation, was significant. Teachers with less than 2 years’ experience feel more 
isolated than their colleagues with less than 3 years’ experience. This finding agrees with Rice 
(2010) who noted that experience matters and helps to reduce teacher professional challenges. 
Teachers with less years of experience may feel isolated in an unsupportive school environment 
(Rice, 2010). Differentiating instruction was a major challenge for all the novice teachers in this 
study, and indeed was perceived to be slightly more challenging to teachers with more 
experience. It may be as teachers gain experience that they can more readily identify those 
students for whom instruction requires differentiation and spend more time on this area. 
Planning and preparation and accessing teaching resources were perceived as more challenging 
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by the less experienced (<two years) novice teachers in this study but were not in the highest 
bracket for teachers with two-three years’ experience.  
School Size and Challenges. Overall, there was little difference in how teachers viewed 
the extent of challenges regardless of school size. However, it must be noted that none of the 
study participants taught in schools larger than 500 students. Significant differences in two 
specific areas were evident in the challenges facing novice teachers when compared to school 
size. Teachers in schools with over 200 students found planning and preparation a greater 
challenge than their colleagues in smaller schools. Although, there is nothing in the literature to 
suggest a reason, it may be that class sizes are smaller in small schools making activities easier to 
plan and resulting in fewer assignments to grade. Teachers in smaller schools, however, found 
isolation to be a greater challenge than those who taught in schools with over 200 students. 
Smaller schools have lower numbers of teachers than larger ones; hence, particularly in subject 
specific areas, few colleagues exist. Regardless of school size, beginning teachers rated 
differentiated instruction, planning and preparation, and accessing teaching resources among 
the greatest challenges.  
Support Received by Beginning Teachers 
As well as identifying the areas they found most challenging, beginning teachers were 
asked to identify the level of support they received from principals in these areas. Overall they 
reported they received low to moderate support from their principals in this study. The areas in 
which they received most support were: 
 accessing teaching resources  
 developing collaborative relationships with colleagues  
 planning and preparation 
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 managing the behavior of students  
 working with students with IEPs  
 assessing student learning  
It is interesting to note that several of the areas that novice teachers found most 
challenging are also the areas in which they reported they receive most support. Thus, it would 
seem even more support is required in planning and preparation, working with students with 
IEPs and accessing teaching resources. Notably, two areas of greatest challenge, differentiating 
instruction, and assessing student learning, were not well supported. Managing student 
behaviour and developing collaborative relationships with peers were fairly well supported and 
were not among the areas of greatest challenge identified by novice teachers.  
Although not significant, overall female teachers reported they received greater levels of 
support than their male colleagues. A significant difference between the genders existed in only 
one specific area, maintaining a positive classroom environment. Female novice teachers felt 
more supported by their principals in this area. Regarding location, teachers in rural and small-
town locations reported higher levels of support than did their colleagues in urban/suburban 
locations. Significant differences did occur in several of the items. Teachers in rural/small town 
locations felt significantly more supported (p<.05) than their urban colleagues in the following 
areas: Using questioning and discussion methods to improve participation, providing continuous 
feedback to students, responding to students’ questions and working with students with IEPs   
No significant differences occurred in support beginning teachers reported they receive 
with respect to school size or in regard to their years of teaching experience. 
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Support Programs Available to Beginning Teachers 
Between one half and two/thirds of the novice teacher participants in this study reported 
professional development opportunities, professional learning communities and collaborative/co-
teaching opportunities were available in their schools to support them. Only two fifths of the 
participants reported mentorship programs and less than one third reported the availability of 
induction programs. 
Given that previous research (Darling-Hammond, 2013; Helms-Lorenz et al., 2013; 
Lofstron & Eisenschmidt, 2009; Melnick & Meister, 2008; Wynn, et al., 2007) has identified  the 
value of support programs (such as mentoring, induction, professional development, professional 
learning communities, and collaborative teaching), in enhancing  teachers’ self-efficacy, 
encouraging relationships, enhancing community learning,  improving self-reflection and 
professional practice and improving student learning, the fact that such programs are not 
available to a fairly large proportion of beginning teachers in this study is concerning.  
Most Beneficial Support Programs for Novice Teachers 
Most beginning teachers in this study perceived that all support programs were 
beneficial, but that most helpful were collaborative/co-teaching teaching opportunities, 
professional learning communities, and mentoring programs. However, in their comments, 
participants emphasized the need for such programs to be carefully structured to meet new 
teachers’ needs and not ‘one size fits all’. They also noted that time to access such supports was 
at a premium because they spent every free moment in planning and preparation for their classes.  
Participants emphasized the importance of socialization to the school environment and 
appreciate a thorough introduction to school procedures policies and routines. Also, not all 
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teachers begin a new position at the start of the school year and those entering mid-term may 
miss out on induction activities. 
Principals and Beginning Teachers Rating of Challenges New Teachers Face 
Principals were asked to rate the degree to which they perceived novice teachers 
experienced challenges in the various areas. Principals and novice teachers were in agreement 
that differentiating instruction, working with students with IEPs and assessing student learning 
were key areas of challenge. Additionally, principals identified instructional strategies, working 
with parents, communicating student progress, as areas requiring support. While for novice 
teachers, planning and preparation was an important area of challenge, this item was lower in 
principals’ ratings. Overall, principals rated the level of support novice teachers require 
significantly higher than did the novice teachers themselves in several areas:  teaching multi-age 
classrooms, differentiating instruction, assessing student learning, managing the behavior of 
students, instructional strategies, using questioning and discussion methods to improve 
participation, providing continuous feedback to students, working with students with IEPs, 
maintaining accurate student records, and communicating student progress to their families.  
Principals in urban/suburban locations perceived the challenges novice teachers 
experience as greater than principals from the rural/small towns, in particular in the areas of 
differentiating instruction and assessing student learning. However, school size had little impact 
on their perceptions of challenge. 
Support Available to Novice Teachers Reported by School Principals 
School principals reported the three main supports available to novice teachers were 
professional development, collaborative/co-teaching teaching opportunities, and professional 
learning community/communities. While on one hand, findings of this study indicate that the 
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majority of principals report their schools have these support programs in place, it is concerning 
that just under half of the principals indicated they did not have induction programs, and one 
third indicated that there was no mentorship program in place. Moreover, a difference exists 
between the programs principals report they have in place and the programs novice teachers 
report are available.  Less than one third of novice teachers reported induction programs in place 
and only two fifths indicated mentorship was available. Although a greater percentage of novice 
teachers agreed that professional development, professional learning communities, and 
collaborative co-teaching opportunities were available, the percentage was considerably lower 
that what principals reported. 
Recommendations 
Recommendations are made to improve practices, enhance policies, and facilitate further 
research.  
Recommendations for Practice: School and Division Administrators 
Recommendations for practice arising from this study lie in the following areas: 
professional development, planning and preparation time, accessing resources, mentorship and 
induction programs. 
Professional Development. Professional development programs at division and individual 
school level should be planned so that they meet the specific needs of the teachers within the 
division. School divisions should conduct needs assessments for teachers with less than three 
years teaching experience each year to prioritize areas of professional development. They should 
commit to providing ongoing PD in the areas the needs assessment identified. This study 
identified three key areas of challenge for novice teachers in Manitoba that may provide a 
starting point for PD planning. 
 Differentiating Instruction 
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 Working with Students with IEPs 
 Assessing Student Learning 
Schools in rural areas tend to have smaller student populations and larger numbers of 
multi-grade classrooms. Teachers in rural/small town locations in this study identified teaching 
multi-age classrooms as an area of challenge and so strategies on facilitating composite 
classrooms should be part of the professional development curriculum in rural school divisions. 
 Planning and Preparation Time. Finding time to prepare and plan for their classes was 
a top challenge for study participants. This is not surprising as data on teaching hours published 
by the Organization for Economic Co-operation and Development (OECD, 2019) indicate that 
Canadian teachers work more hours per year than 27 of the 37 countries surveyed. Retention of 
teachers is a concern for Manitoba schools, particularly in rural and Northern areas. Across 
Canada, high workload is the most common reason cited for teachers leaving the profession 
(Karsenti & Collin, 2013); therefore, a recommendation of this study is that school divisions 
provide a lower initial workload for novice teachers to socialize them into the profession. 
Accessing Teaching Resources. The fact that accessing teaching resources was one of 
the higher-ranking challenges that study participants identified implies that lack of resources was 
a concern for novice teachers. A limitation of a quantitative study is that while one can measure 
the degree to which an item is a challenge, there is no opportunity to probe the reasons why it is 
a challenge or to specify which resources are lacking. For example, is technology hardware and 
software lacking? Is access to science equipment a problem? Therefore, a recommendation of 
this study is that school divisions inventory their teaching resources and identify areas in which 
resources are lacking.  
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Mentoring Programs. Isolation emerged as a challenge for novice teachers in rural 
areas. Rural schools often do not have more than one specialist teacher per subject area and so 
finding a mentor who is knowledgeable in their teaching area can be difficult. School divisions in 
rural areas should facilitate opportunities to for teachers to meet with colleagues from other 
schools who teach in the same areas. Prior research (Hobson et al., 2009; McDougall & Fantilli, 
2009; Lofstron & Eisenschmidt, 2009) has indicated the value of effective mentoring programs 
on the confidence, efficacy and professional growth of new teachers. Results of this study 
indicate that less than 40% of novice teachers reported the availability of mentorship programs in 
their schools, and while over half indicated they thought mentoring was valuable, comments 
indicated that the quality of some of the mentoring programs that existed in their schools was 
below par.  
Therefore, school divisions should commit to establishing mentoring programs for new teachers 
that span at least the first two years in the role and follow best practices as outlined by research.  
Induction Programs. Prior research (Helms-Lorenz et al., 2013) indicates that induction 
to a new position or new school is important for new teachers. It provides an opportunity to 
welcome them to the school, to get to know their colleagues, to introduce them to the working 
environment and orient them to the organizational culture. School divisions should ensure formal 
induction to the division and school occurs on appointment of new staff. School principals 
should ensure they facilitate induction for novice teachers and also have processes in place for 
induction of those new teachers who arrive mid-year. 
Recommendation for Policy 
School Divisions should ensure they implement policies in the following areas to put in 
place formal mechanisms to create and implement 
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1. Mentoring and induction programs for new teachers. 
2. Increased planning and preparation time for novice teachers  
Recommendation for Further Research 
This was a quantitative study. More in-depth qualitative research is required to delve 
deeper into the ‘why’ with regard to the challenges identified here. In the future, qualitative 
studies should help determine why novice teachers found differentiating instruction, planning 
and preparation, accessing teaching resources, working with students with Individual Education 
Plans (IEPs), and assessing student learning most challenging. Qualitative studies should capture 
how novice teachers feel when they are not properly supported and when supports are provided. 
Qualitative studies should be used to discuss roles of novice teachers believes and values on the 
challenges they face. 
In addition, research that addresses the effective strategies for providing differentiated 
instruction, teaching multi-age classrooms, and working with students with IEPs should be 
encouraged. 
Manitoba is vast province with a small population, which is mostly concentrated in the 
Winnipeg region. Scattered across the province to the west and north are many smaller 
communities serving a more rural population. Further research is required to explore the 
differences in challenges novice teachers face in rural and urban areas so that supports can be put 
in place that are more relevant to the needs of the context.  
Limitations of the Study 
The choice of a quantitative survey approach limited the scope of the study in that, while 
the study allowed comparison of novice teachers’ perceptions of the challenges they experience, 
the absence of a qualitative component made it difficult to explore the specific reasons for why 
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these areas were challenging. Qualitative approaches may provide indepth understanding on 
novice teachers’ feelings, emotion, and determine effects of novice teachers’ values, beliefs, and 
assumptions on challenges, support received and most effective strategies for supporting novice 
teachers.  
The sample size was another challenge. It is becoming increasingly difficult to obtain 
permission to conduct research in Manitoba schools and districts because of the large number of 
study requests they receive. Understandably, district administrators try to protect staff and 
students from survey fatigue and give access only to a few studies. Eleven of the 38 school 
divisions in Manitoba gave permission to approach their principals and teachers to participate in 
this study, which resulted in 41 completed teacher surveys and 32 completed principal surveys. 
While a large enough sample was obtained to allow descriptive and inferential statistical analysis 
to be conducted, the researcher had hoped for a greater response rate.  
Conclusion 
This quantitative study explored the challenges that novice teachers in Manitoba 
experienced, the supports they received, and the most effective strategies to support them. The 
reason I chose to study this topic derives from my own experience as a beginning teacher in 
Nigeria, my home country. In 2001, I started my teacher education training in University of 
Ibadan, Nigeria. After obtaining my Diploma in Education, I proceeded in obtaining a degree in 
Education (specialized in Economics). Although I had all this in-school and out -of -school 
training, it was not enough to support me as an early years beginning teacher. 
Generally, the challenges that bedeviled my professional practices as a beginning teacher 
included the lack of availability of in-school induction and mentoring programs to help me 
navigate the system and lack of support from members of the school community. Staff meetings 
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were used to discuss matters that were of importance to school principals and department heads. 
The school culture was top-down and collaboration was not the norm. Principals were 
unapproachable and their attitude towards teacher improvement was critical and fault finding. 
Mentoring programs did not exist and professional development opportunities were reserved for 
only experienced and influential teachers. More experienced teachers were generally 
unsupportive and provided little help to novice teachers. In Nigeria, new teachers are given the 
most difficult teaching and non-teaching duties. As a beginning teacher, like many others, I was 
assigned to teach in areas outside my specialization. Teaching resources were inadequate and 
distributed inequitably in the same manner as professional development opportunities. 
Overall, the most challenging areas for me as a new teacher were managing large class 
sizes, inadequate resources, providing varying instruction to meet students' needs, managing 
workload, and assessing student learning. The support I received as a novice teacher was from 
teacher-family and friends, and experienced teachers from another school/department.  
Coming to Canada to study for my master’s degree and observing the education system 
here, I was interested to find out about the beginning teacher experience in Manitoba. I was 
surprised to find that one of the challenges novice teachers in Manitoba reported was inadequate 
resources, given that they had such ready access to technology and the Internet with a plethora of 
lesson plans and ideas. The other main challenges novice teachers in Manitoba reported were 
similar in many ways to my experience in Nigeria – differentiating instruction, assessing student 
learning, supporting children with special needs and planning and preparation. It seems these are 
areas that require in-school practical learning, no matter where the school is located. However, 
while novice teachers in Manitoba identified several areas as challenges, they also reported 
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receiving professional development and support in these areas. As a novice teacher in Nigeria, 
while I experienced similar challenges, little support was provided.  
The majority of novice teachers indicated that they valued mentoring, and induction 
programs as a support as they became socialized into their new position. While mentoring and 
induction programs were in place in the majority of schools, a lesser number of novice teachers 
indicated they had no access to them. 
With regard to demographics, in this study, most of the novice teacher participants were 
female and the majority of principal respondents were male. These statistics are a reflection of 
what existed in Nigeria home when I was employed as a teacher in the education system there. In 
Nigeria, while teaching is perceived to be a woman’s job, male teachers occupy the top school 
management and administrative positions. 
In conclusion, as a master’s student from Nigeria, I learned a lot from conducting this 
study. However, not only did it contribute to my own personal learning, but this study is also of 
particular interest to school principals and school division administrators given the shortage of 
teachers in rural Manitoba, and the fact that frequently new teachers leave the profession because 
they feel unsupported. Investment in relevant professional development and support programs 
including professional learning communities, mentoring and induction is a proactive means to 
retain and develop an effective teaching force.  
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Appendix A: Teacher Survey Questions 
Section A: Socio Demographic Data of Respondent 
Please tick [√] in the appropriate box. 
1. What is your gender?  
Male       
Female   
Other  
2. How many years have you been teaching?  
Less than 1 year,  
Less than 2 years,  
Less than 3 years  
3. Which grades do you teach? Please check all that apply 
Elementary  
Middle 
Senior    




    Inner city 
5. What size is your school? 
Less than 100 students 
Less than 300 students 
Less than 500 students 
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Less than 1000 students greater than 1000 students 
Section B 
  This section will elicit answers to the study questions: what aspect of teacher’s roles do 
novice teachers perceive as challenging? What support programs are available to novice 
teachers? What support do novice teachers receive? What do novice teachers perceive to be the 
most effective support strategies? How do school administrators/leaders support new teachers? 
Please indicate or tick [√ ] the option that relates to you. 
Key: 
Not a challenge  - 1  A minor challenge  - 2 
A moderate challenge - 3  A major challenge  - 4  Not applicable- 0 
1. Which of the following areas are challenging for you as a beginning teacher? 
 1 2 3 4 0 
Planning and preparation      
Knowledge of subject matter content      
Teaching multi-age classrooms      
Differentiating instruction      
Accessing teaching resources      
Assessing student learning      
Maintaining a positive classroom environment      
Building healthy relationships with students      
Managing the behavior of students      
Organizing the classroom      
Instructional strategies      
Communicating directions and procedures accurately to 
students 
     
Using questioning and discussion methods to improve 
participation 
     
Engaging students in individual and group activities      
Providing continuous feedback to students      
Responding to students’ questions      
Working with students with IEPs      
Maintaining accurate student records      
Communicating student progress to their families      
Developing collaborating relationships with colleagues      
Participating in school and district programs and projects      
Advocating for the students      
Feelings of isolation      
Working with parents      
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4- High support, 3- Moderate support, 2- Low support, 1- No Support with  
0- Not applicable. 
In which of these areas have you received support? 
 1 2 3 4 0 
Planning and preparation      
Knowledge of subject matter content      
Teaching multi-age classrooms      
Differentiating instruction      
Accessing teaching resources      
Assessing student learning      
Maintaining a positive classroom environment      
Building healthy relationships with students      
Managing the behavior of students      
Organizing the classroom      
Instructional strategies      
Communicating directions and procedures accurately to 
students 
     
Using questioning and discussion methods to improve 
participation 
     
Engaging students in individual and group activities      
Providing continuous feedback to students      
Responding to students’ questions      
Working with students with IEPs      
Maintaining accurate student records      
Communicating student progress to their families      
Developing collaborative relationships with colleagues      
Participating in school and district programs and projects      
Advocating for the students      
Feelings of isolation      
 
  




2. Which of the following support programs does your school have? 
School Support Programs Yes No 
An induction program for new teachers   
A mentorship program for new teachers   
Profession development for new teachers   
Professional learning community/communities   
Collaborative/co-teaching teaching opportunities   
 
Key: 
4- Very beneficial, 3- Beneficial, 2- Moderate benefit, and 1-Not beneficial  
0-Not applicable. 
 
3. What programs/supports are most beneficial to support new teachers?  






Induction program                                                    
Mentoring programs                                         
PDs-Professional development 
program                 
    
PLCs-Professional learning 
community program 
    
Collaborating teaching program     
Co-teaching                                                               
Support from the principal     
Support from other teachers     
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Appendix B: Principal Survey Questions 
Section A: Socio Demographic Data of Respondent 
Please tick [√ ] in the appropriate box. 
1. What is your gender?  
Male       
Female   
Other  
2. What is your year(s) of experience?  
Less than 5 years,  
Less than 10 years,  
More than 10 years  
3. Which grades are in your school? Please check all that apply 
Elementary  
Middle 
Senior     
4. How many teachers are in your school? 
Less than 10 teachers 
Less than 20 teachers 
Less than 30 teachers 
Less than 40 teachers  
Greater than 50 teachers 
  





Not a challenge  - 1  A minor challenge  - 2 
A moderate challenge - 3  A major challenge  - 4  Not applicable- 0 
1. In which of the following areas do beginning teachers need no support? 
 1 2 3 4 0 
Planning and Preparation       
Knowledge of subject matter content      
Students of varied ages and learning styles      
Differentiated instruction      
Assessing resources for students      
Designing instruction      
Assessing student learning      
Classroom Environment      
Building healthy relationships with students      
Managing the behavior of students      
Organizing the classroom      
Instruction      
Communicating directions and procedures accurately to 
students 
     
Using of questioning and discussion methods to improve 
participation  
     
Engaging students in individual and group activities       
Providing continuous feedback to students      
Responding to students’ needs and questions      
Professional Responsibilities      
Maintaining accurate students records      
Communicating student progress to different families      
Developing healthy relationships with colleagues      
Participating in school and district programs and projects       
Advocating for the students      
Feeling of isolation      
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2. Which of the following support programs does your school have? 
 School Support Programs Yes No 
1 An induction program for new teachers   
2 A mentorship program for new teachers   
3 Profession development for new teachers   
4 Professional learning community/communities   
5 Collaborative/co-teaching teaching opportunities   
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Appendix C: Informed Consent Letter for Teachers 
Dear Teacher,  
My name is Kayode Olujumu. I am a master’s student in the Faculty of Education, 
Brandon University, Manitoba. For my thesis, I have embarked on a study titled “Leadership 
Strategies for Supporting Beginning Teachers”.   
I have received permission from your district superintendent to invite you to participate 
in this study. Your school principal has been requested to forward this informed consent letter 
and invitation to participate in the study to you. You are receiving this invitation to participate in 
the study because you have less than 3 years of teaching experience. The study will explore the 
challenges that beginning teachers face, the strategies principals use to support novice teachers, 
the supports received by beginning teachers, and support programs that are novice teachers 
perceive provide the most effective support. An anonymous online survey using the 
SurveyPlanet platform will be used to collect data for this study.   
This survey should be completed only by teachers with less than three years teaching 
experience. Your participation in this study is voluntary; no compensation or incentives are 
provided for participating. While participants have the right not to answer all questions, to ensure 
data are complete, you are encouraged to respond to all questions. Your responses to all 
questions are completely anonymous. You, your school, or your district cannot be identified. By 
completing and submitting this online survey, you are granting your informed consent to 
participate in this study. Once the anonymous survey has been submitted, withdrawal from the 
study is not possible. This survey will take approximately 10-15 minutes to complete. This study 
has no identified risk. By consenting to participate, participants have not waived rights to legal 
resources for research-related harm. Information acquired from this study may be used to help 
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improve teacher training and novice teacher support programs. All responses will be aggregated. 
The data collected from participants will be stored in a password protected system for 5 years 
and destroyed after 5years.   
You can access the online survey here: https://s.surveyplanet.com/bi71WDhA The findings from 
this study will be published and used for academic purposes only. There is no possibility of 
commercialization of the findings from this study. There are no perceived conflicts of interest for 
either the researcher or the institution.   
This study received ethics approval from Brandon University Research Ethics Committee 
(BUREC) on 15th July, 2019. Contact information for BUREC is 204-727-9712 (phone); 
burec@brandonu.ca (email). For more information concerning this study, please contact my 
thesis supervisor - Dr. Heather Duncan, Brandon University, Faculty of Education Dean, 204-
727 9656 (phone), DuncanH@brandonu.ca (email) or the investigator- Kayode Olujumu, 204-
761-9584 (phone) olujumks97@brandonu.ca (email).   
Thank you.  
Kayode Olujumu (204-761-9584, olujumks97@brandonu.ca).  
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Appendix D: Informed Consent for Principals 
Dear Principal,  
My name is Kayode Olujumu. I am a student in the Master’s program in the Faculty of 
Education, Brandon University, Manitoba. For my thesis, I have embarked on the study titled 
“Leadership Strategies for Supporting Beginning Teachers”. The study will explore the 
challenges that beginning teachers face, the strategies principals use to support novice teachers, 
the supports received by beginning teachers, and support programs that are novice teachers 
perceive provide the most effective support. An anonymous online survey using the 
SurveyPlanet platform will be used to collect data for this study.  
I have received permission from your division superintendent to invite you and novice 
teachers in your school to participate in this study. I have two requests.   
1. The first request is to invite you to participate in the study by completing the 
principal survey. The survey may be accessed by clicking: 
https://s.surveyplanet.com/1xAJUu_x Your participation in this study is voluntary; no 
compensation or incentives are provided for participating.  While participants have the 
right not to answer all questions, to ensure data are complete, you are encouraged to 
respond to all questions. Your responses to all questions are completely anonymous. You, 
your school, or your district cannot be identified. By completing and submitting this online 
survey, you are granting your informed consent to participate in this study. Once the 
anonymous survey has been submitted, withdrawal from the study is not possible. This 
survey will take approximately 0-5 minutes to complete. This study has no identified risk. 
By consenting to participate, participants have not waived rights to legal resources for 
research-related harm. Information acquired from this study may be used to help improve 
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teacher training and novice teacher support programs. All responses will be aggregated. 
The data collected from participants will be stored in a password protected system for 5 
years and destroyed after 5years.  
2. The second request is to forward the attached informed consent letter with a 
survey link and invitation to participate in the study to teachers in your school who have 
less than three years’ teaching experience.   
The findings from this study will be published and used for academic purposes only. 
There is no possibility of commercialization of the findings from this study. There are no 
perceived conflicts of interest with the researcher and the institution. This study received ethics 
approval from Brandon University Research Ethics Committee (BUREC) on 15th July, 2019. 
Contact information for BUREC is 204-727-9712 (phone); burec@brandonu.ca (email). For 
more information concerning this study, please contact my thesis supervisor - Dr. Heather 
Duncan, Brandon University, Faculty of Education Dean, 204-727 9656 (phone), 
DuncanH@brandonu.ca (email) or the investigator- Kayode Olujumu, 204-761-9584 (phone) 
olujumks97@brandonu.ca (email).  
Sincerely, 
 Kayode Olujumu (204-761-9584, olujumks97@brandonu.ca).  
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Appendix E: Letter of Authorization 
Dear Superintendent, 
My name is Kayode Olujumu. I am a thesis student in Master of Education program in 
the Faculty of Education, Brandon University, Manitoba. I have embarked on the study titled 
“Leadership Strategies for Supporting Beginning Teachers”. I am writing to request your 
authorization to survey teachers and principals within your school Division. 
This study will explore the challenges that beginning teachers face, strategies principals 
use to support novice teachers, supports received by beginning teachers, and teachers support 
programs that are most effective for supporting novice teachers. 
Please, find the attached copies of approved thesis proposal, teachers’ survey and consent 
letter, principal survey and consent letter. 
The findings from this study will be published and used for academic purposes only. This 
study received ethics approval from Brandon University Ethics Boards on 15th July, 2019. For 
more information concerning this study, please contact the supervisor- Dr. Heather Duncan, 
Brandon University, Faculty of Education Dean (204-573-601, DuncanH@brandonu.ca) or the 
investigator- Kayode Olujumu. 
Thank you. 
Kayode Olujumu  
(204-761-9584, Kayodeolujumu@gmail.com) 
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Appendix F: List of School Divisions in Manitoba 
Beautiful Plains School Division – Neepawa, Manitoba 
Border Land School Division – Altona, Manitoba 
Brandon School Division – Brandon, Manitoba 
Division Scolaire Franco-Manitobaine – Lorette, Manitoba 
Evergreen School Division – Gimli, Manitoba 
Flin Flon School Division – Flin Flon, Manitoba 
Fort La Bosse School Division – Virden, Manitoba 
Frontier School Division – Manitoba 
Garden Valley School Division – Winkler, Manitoba 
Hanover School Division – Steinbach, Manitoba 
Interlake School Division – Stonewall, Manitoba 
Kelsey School Division – The Pas, Manitoba 
Lakeshore School Division – Eriksdale, Manitoba 
Lord Selkirk School Division – Selkirk, Manitoba 
Louis Riel School Division – Winnipeg, Manitoba 
Mountain View School Division – Dauphin, Manitoba 
School District of Mystery Lake – Thompson, Manitoba 
Park West School Division – Birtle, Manitoba 
Pembina Trails School Division – Winnipeg, Manitoba 
Pine Creek School Division – Gladstone, Manitoba 
Pine Falls School Division – Pine Falls, Manitoba 
Portage la Prairie School Division – Portage la Prairie, Manitoba 
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Prairie Rose School Division – Carman, Manitoba 
Prairie Spirit School Division – Swan Lake, Manitoba 
Red River Valley School Division – Morris, Manitoba 
River East Transcona School Division – Winnipeg, Manitoba 
Rolling River School Division – Minnedosa, Manitoba 
School District of Whiteshell – Pinawa, Manitoba 
Seine River School Division – Lorette, Manitoba 
Seven Oaks School Division – Winnipeg, Manitoba 
Southwest Horizon School Division – Melita, Manitoba 
St. James-Assiniboia School Division – Winnipeg, Manitoba 
Sunrise School Division – Beausejour, Manitoba 
Swan Valley School Division – Swan River, Manitoba 
Turtle Mountain School Division – Killarney, Manitoba 
Turtle River School Division – McCreary, Manitoba 
Western School Division – Morden, Manitoba 
Winnipeg School Division – Winnipeg, Manitoba 
Winnipeg Technical College – Winnipeg, Manitoba 
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Appendix G: The Framework for Teaching  
 
Source: https://danielsongroup.org/ 
